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ABSTRACT 
This study evaluates how the integrating of arts based approaches in my teaching 
practice can be used to both expand my practice and to utilise the capability of the 
Workplace Preparation Programme (WPP) to achieve a more equitable and 
accessible curriculum. I am concerned with promoting appropriate changes in the 
classroom in order to foster a more egalitarian and democratic value system in the 
teacher/learner relationship which promotes individual and collective freedoms. I 
integrate arts based methods in my pedagogical practice in order to expand the modes 
for communication and meaning-making in the classroom: these methods include 
visual, performative, indirect, non-verbal and symbolic techniques. I contend that these 
teaching approaches are relevant for the contemporary multilingual classroom and 
more especially for teaching first-year students. Arts based methods can foster 
opportunities for multimodal learning and for developing the kinds of student capacities 
and relationships that can contribute to positive learning experiences. Using an action 
research approach (McNiff 2013; Patton 2011; Gravett 2002; Mills 2000), I investigate 
how creativity and arts based practices can install experiences of empowerment and 
agency in students by building capacities for voice, volition and empathy. I draw from 
literature to gain multiple critical perspectives (Robeyns 2016; Walker 2005 and 2010; 
Freire 2000 and 2005; Sen 2005) in order to frame and demonstrate approaches 
(Stone Hanley 2013, Newfield 2011; Eisner 2002) to teaching and learning that 
embrace alternative ways of knowing. A culturally relevant arts based education 
(Stone Hanley 2013) recognises the legitimate and vital role that art plays in expanding 
the pedagogic space in order to foster embodied learning opportunities that 
acknowledge and include non-linear, somatic, visceral, emotional and symbolic 
dimensions. Arts based methods can also advance transformative agendas and 
support learning in the current Higher Education context. This research project has 
involved an actionable intervention that uses arts based methods to present the WPP 
module. Arts based methods and lesson plans have been devised for integration into 
the existing formal programme and can be used and adapted as a resource for 
lecturers in the WPP department.
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DEFINITIONS OF TERMS USED 
Agency: autonomy and choice. 
Arts based: the systematic use of artistic processes and creative expression as a 
primary mode of inquiry. 
Art object/ art product/ artwork/ image: (used interchangeably) artistic expression, 
the product of the creative process.  
Art room/classroom: the environment in which teaching and learning take place. 
Art work: making the art object – verb.  
Artist/learner: sign-maker, learner involved in arts based inquiry. 
Capacity: the ability to do or achieve a particular thing.  
Culture and culturally relevant: the way of life, especially the general customs and 
beliefs, of a particular group of people at a particular time.  
Distanciation: refers to the stepping back or distancing of the observer or reader from 
an object of scrutiny.  
Empathy: the ability to understand and share the feelings of another. 
Functioning: (achievement of) basic skills and behaviour that are needed to do a job 
successfully.   
Learning space/environment refers to the physical as well as psychological 
environment in which (group) learning occurs. 
Non-Traditional learner: refers to students such as adult learners, part-time students, 
working students, widening-participation students, new-wave students, millennial 
students, undocumented students, under-prepared students and first year 
students.   
Participation: the act of taking part in an event or activity.   
Safe space: a place or situation in which you are protected from harm or danger. 
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Soft skills: a combination of skills that enable people to navigate their environment, 
work well with others, perform well, and achieve their goals with complementing 
hard skills.  
Traditional: existing in or as part of a tradition; long established 
Visibility: the state of being able to see or be seen. 
Voice: (the right to) an expression of opinion. 
Volition: the faculty or power of using one's will. 
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LIST OF ACRONYMS 
ADC:  Academic Development Centre 
APB:  Auckland Park Bunting Road  
AR:  Action research 
CRAE: Culturally relevant arts education 
CRE:  Culturally relevant/responsive education 
DFC:  Doornfontein campus 
GT:  Grounded theory 
LGBTQ+: (initialism) Lesbian, Gay, Bisexual, Transgender, Queer and other spectrums of 
sexuality or gender 
MSC:  Most significant change 
NRF:  National Research Fund 
PsyCaD: Centre for Psychological services and Career development  
PCM:  Personal change management 
SOTL:   Scholarship of Teaching and Learning 
UJ:  University of Johannesburg 
WPP:  Workplace Preparation (UJ Access foundation module) 
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INTRODUCTION 
The aim of this study is to explore the use of an integrated arts pedagogical approach 
that focuses on creative interventions in my Workplace Preparation (WPP) module. 
The objectives of this study are to: 
1. Explore how and in what ways arts based methodologies, such as Culturally 
Relevant Arts Education (CRAE) (Stone Hanley et al 2013), can be 
operationalised in my classroom to contribute to the promotion of a more 
democratic, affirming and relevant space in which students can engage and 
actively contribute to the collective knowledge shared in the learning 
environment.  
2. Examine and apply the concepts and discourse of agency and empowerment 
through the framework of transformational theory (Freire 2005). 
3. Analyse student experiences and feedback from the classes that are exposed 
to arts methods with the aim of developing an understanding of if and how arts 
methods can shift the classroom dynamic in order to develop and enhance 
capacities such as voice, participation and empathetic behaviour in my 
classroom. 
I commence my study with an exploration of various theories which address key 
concepts, such as agency, empowerment, transformational capacities and 
democratisation; and show how culturally relevant art-based interventions in the WPP 
curriculum can form the basis for a relevant and effective learning environment for 
students. I then introduce the Culturally Relevant Art Education (CRAE) model and 
discuss how the application of culturally relevant arts based methods and 
methodologies can be used as effective catalysts to attain these objectives. In the 
process, I aim to transform my pedagogical practice which before the beginning of this 
study had still followed a traditional top-down approach to teaching and learning.  
During the implementation of the practical component of my study, I use my own 
background in arts and education to develop and apply culturally relevant arts based 
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interventions in the WPP curriculum. I introduce creative modes of inquiry into my 
teaching practice to expand opportunities in the classroom for alternative modes of 
communication and interaction.  By introducing arts based methods in my classroom 
I hope to: a) shift the traditional educational power relations in order to establish safer 
spaces in which learning can occur and also to foster opportunities for greater co-
creation of knowledge in the class room; b) to encourage a more invested and 
engaged participation in the learning process and promote assimilation of content so 
as to build capacities for agency and volitional learning; and c) encourage creative 
opportunities that enable voice and participation by the heterogeneous student cohort 
in my classroom. Finally, I assess the impact of the arts based methods against these 
objectives by implementing a monitoring and evaluation process. Using action 
research, I document and reflect on my own observations and students’ feedback on 
the interventions built into the WPP curriculum.  
Through this study I hope to contribute to the development of a transformative 
curriculum that enables the use of more empowering learning experiences in my 
Workplace Preparation Module. I hope this curriculum will allow students to connect 
subjectively with the material being taught, which will in turn help them assert their 
individual perspectives as part of the learning process. Moreover, I wish to integrate 
some of my lessons and findings formally into the curriculum.   
Ultimately, the aim of this study is to assess, within the context of the UJ’s Academic 
Development Access Programme, the impact of applying arts based methods in 
supporting student access and integration into the WPP learning environment. A 
secondary concern is to test conclusions proposed by the theoretical framework, i.e. 
to demonstrate that appropriately designed and culturally relevant arts based 
interventions can transform a traditional top-down learning environment. This attempt 
at pedagogical transformation aims to focus on the principles of agency and 
empowerment as central features of student-centred learning. 
 
 
3 
 
The context 
Higher education 
Universities all over the world, and especially in South Africa, are grappling with 
“envisioning” the University of the twenty-first century (Walker 2005:4). The rapid 
expansion of Higher Education has brought into question the entire traditional 
educational paradigm, with calls and initiatives introduced for active engagement in a 
dialogue centred on transforming1 education so as to build free, equal and just 
societies. Brenda Leibowitz (2016) identifies the important role and purpose of 
universities in thinking through broader societal issues and argues for a focus on 
pedagogy as a vital aspect of this dialogue. She argues for the need to provide 
students with “access to alternative ways of envisioning the world and interpreting their 
experiences” (2016:1).  
Higher Education in South Africa is currently faced with critical challenges and the 
universities, in particular, are positioned as key sites for social and economic 
transformation. The university and especially the classroom environment are 
strategically positioned to be significant conversion factors in providing a vehicle for 
initiating and implementing much needed changes. The “Fallist”2 movements and 
related events on campuses around the country have forced stakeholders at all levels, 
e.g. society in general, the education sector, universities, and individuals such as me, 
 
1“Transformation is a fundamental change process meant to overhaul thinking, attitudes, ethos, belief 
systems, policies and behaviours – all underpinned by sustained reflection and action” (Council for 
Higher Education 2015:5 ). South Africa's transition from apartheid and minority rule to democracy 
requires that all existing practices, institutions and values are viewed anew and rethought in terms of 
their fitness for the new era. Higher education plays a central role in the social, cultural and economic 
development of modern societies. In South Africa today, the challenge is to redress past inequalities 
and to transform the higher education system to serve a new social order, to meet pressing national 
needs, and to respond to new realities and opportunities. It must lay the foundations for the development 
of a learning society which can stimulate, direct and mobilise the creative and intellectual energies of 
all the people towards meeting the challenge of reconstruction and development (Education White 
Paper 3 1997:3).   
2 Fallist is a broad term referring to a series of student led protest movements expressing dissatisfaction 
with a range of socio-economic and political issues; and challenging the barriers and alienation 
experienced by students across the country. The Twitter tag #Must Fall first emerged with the Rhodes 
Must Fall campaign in 2015.  
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to consider, with greater urgency, what changes are required to respond to the 
dynamic needs of the Higher Education sector.  
In his presentation at the SOTL @ UJ: Towards A Socially Just Pedagogy conference  
seminar, Nyasha Mboti (SOTL @UJ: 2017)3 encouraged participants to examine their 
courses, their teaching philosophies, and their working environments: furthermore he 
urged departments to identify areas (e.g. content, pedagogical approaches, and 
student-teacher relationships) that need to be adapted to better incorporate the 
diversity and complexity of students’ backgrounds and aptitudes. Mboti 
(SOTL@UJ:2017) challenges educators to invent a future education that is responsive 
to the contemporary classroom and that will enable students to “connect their learning 
with the sheer complexity of their lives and of South African realities”. 
Leibowitz (2016:1) acknowledges that the country’s universities are in a state of flux, 
noting that “increasing student numbers and the diversification of the student body has 
happened at a rapid pace”. On the other hand, it is recognised that, “the increased 
access of students has, however, not been accompanied by equal increases in levels 
of student success” (Van Zyl & De Kadt 2011). Many students who clearly have 
potential are under-prepared for traditional forms of education that are at present 
offered in South Africa.  
This would, however, imply that many institutions are at least equally 
as underprepared for the students they are accepting as the students 
are underprepared for higher education (van Zyl 2017:2).  
 
 
3 SOTL -The scholarship of teaching and learning in higher education has gained momentum and 
credibility internationally. It is seen as an important means to enhance teaching and learning and to 
support the professionalization of academics with regard to their teaching role. It is also a means to 
contribute to the body of knowledge on teaching and learning in higher education. SOTL in the South 
is an online, open-access and peer-reviewed journal dedicated to fostering dialogue and research on 
teaching and learning in higher education in the global South, or about the global South. (SOTL in the 
South University of Johannesburg: Sa) 
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This reflects a shifting narrative from ‘underprepared students’ to ‘underprepared 
institutions’ (Manik 2015:226).  
These statements provide a context for my research investigation and reinforce the 
need to transform the current educational paradigm at South African universities in 
order to respond to the various challenges that have been identified by Mboti, 
Leibowitz and others. In conducting my study, I will seek to implement these broad 
statements in a practical and applied manner by examining new ways of teaching and 
learning in my own classroom,  via the presentation of the WPP module. I will also 
assess the impact that this has. In the next section of my study, I will provide an 
overview of the Access Programme at the University of Johannesburg (UJ), and an 
outline of the WPP module and its stated purpose and objectives. I also include my 
personal observations of some of the challenges that are experienced in my own 
classroom and consider the constraints or limitations of the methodological 
approaches currently in place. 
 
The Extended Access programme: Workplace preparation module; learning 
programme design, content and implementation 
The extended access model at the University of Johannesburg (UJ) is aimed at under-
prepared4 students who do not have the requisite points for entry into their chosen 
programmes, but who are identified by various UJ systems as having the potential to 
succeed given additional foundational support5. This extended programme adds an 
extra year to the regular years of study in a qualification. This model makes provision 
for an alternative entry to a programme of study and provides various support systems 
 
4 Underprepared students are characterised as those experiencing a multitude of learning challenges 
resulting in unacceptably low success rates in Higher Education. Key contributing factors are identified 
as follows: articulation gap (CHE 2013); Language communication skills; socio–economic capital 
resources, first generation etc. (van Zyl & de Kat 2011, Shandler 2014).  
5 Policy environment that governs Foundation provision; DHET White paper (2014:31) Expanding 
student access and success, National plan for Higher education in South Africa (NPHE: 2001). 
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for students once in the programme. This model has proven to have positive outcomes 
for student success and throughput (Van Zyl & De Kadt 2017). 
The Workplace Preparation module is one of the four extra foundational subjects that 
“extended” first-year students are required to complete in the access programme. It is 
a continuous assessment module that is credit bearing. All registered extended 
curriculum students from each faculty are required to pass this module. Students 
registered for this module attend five lecture sessions per week. Weeks are divided 
into two and three session slots in their weekly timetable throughout the academic 
year.  
The curriculum is designed to teach students both practical skills (such as time 
management and study skills) as well as address more abstract concepts (such as 
Values, Emotional Intelligence, Stress management, Leadership and team dynamics). 
The primary aim is to enhance students’ performance in higher education by providing 
students with the academic, organisational, self-management and interpersonal skills 
necessary for success, both in an academic environment and in their personal lives 
and future careers. The WPP module aims to raise awareness and to prepare learners 
through class activities and discussions focusing on practising and critically reflecting 
on the development of practical skills and also on expanding intra- and inter-personal 
capacities that can contribute to success through each of these focus areas.  
There are seven distinct units in the module. Notes are provided for each unit. 
Students apply the knowledge gained in class to answer written exercises which are 
submitted as part of their portfolios for formative and summative assessments.  
In order for students to benefit to the fullest from the WPP module, they are 
encouraged to engage in a meaningful and personal way with the material. Students 
are also expected to keep abreast of current events and develop a critical perspective 
on these. The WPP module is designed for small class teaching as it requires 
extensive classroom discussion and interaction. Students are expected to think about, 
apply and articulate their ideas about the issues covered through the units.  
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The discussions are intended to assist students to think about and develop their 
understandings of the theoretical concepts and to build their communication skills. On 
the whole students seem to enjoy these discussions and have told me they enjoy 
hearing each other’s ideas, being able to challenge these ideas and debating about 
issues. I try to make it relevant by drawing links to current events and real-life 
situations. This methodology is sometimes problematic. The classroom discussions 
are usually dominated by a few confident voices and it is difficult to draw the more 
introverted students in. These students follow the discussions and seem to enjoy the 
classes but do not offer their voices easily or willingly. This ‘shyness’ is about introvert 
personalities’ to a large extent but can also be due to students’ lack of proficiency for 
expressing themselves confidently in English.  
When I first started teaching at UJ (in 2009), classes were conducted in the ‘chalk and 
talk’ tradition. However as audio-visual and Wi-Fi connectivity have improved on 
campus the WPP programme has adapted and developed a curriculum which can 
utilise these blended modalities6 in the programme. The classes are also getting 
bigger each year, with up to 60 or 70 students in a class, which makes it increasingly 
difficult to offer the level of interactions required by our curriculum.  
 
The WPP Student Profile – students ‘at risk’ 
The first year of university is identified as being a critical year as students adapt to the 
new demands and rigours of higher education. It is a transitional year where many 
students are grappling with a multitude of new challenges. Students need to adapt 
both academically and socially. These challenges are exacerbated by, sometimes 
extreme, financial constraints (Manik 2015:233-234; Bawa 2014:v-vii; van Zyl 2013:1; 
Bozalek et al. 2011:2). 
 
6 Blended modalities – linked to multimodal learning – encourage other opportunities, other than just 
classroom lectures for students to access learning (Rusznyak et al 2017:208). Use can be made of e-
learning platforms. 
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The students in the extended programme are considered to be at greater risk due to 
the ‘articulation gap’ (CHE 2015:2). Many of the learners that attend the WPP module 
are from disadvantaged social and educational backgrounds and find it especially 
challenging to adapt to the new environment7.  
The students are second, third or fourth-language English speakers 
whose functional English is insufficient for them to engage in an 
interactive learning environment. Many of these students are first 
generation students who are not part of a tradition of post-matric study 
and their inadequate interpersonal and communication skills often 
prevent them from engaging effectively at a higher education level 
(Shandler 2014:1533).   
 
Challenges in the Workplace Preparation classroom: personal perspective and 
observations 
My research study is located in the WPP module of the Extended Diploma Access 
Programme where I have been an educator since 2009. My own background is in the 
arts, specifically ceramic design where I hold a post graduate qualification. I have been 
a practising educator, in both formal and community contexts, for many years. I have 
always drawn from my knowledge of the arts in my educational practice as I have 
found it to be useful and enabling in my teaching practice. 
The students in my WPP class reflect many of the same challenges identified by 
Shandler (2014). In my experience, the classes vary slightly per Faculty and on the 
different campuses. Gender and race are distributed as mostly representative of South 
African demographics such as equal genders, a percentage of international students 
(more so in the engineering departments), LGBTQ+, minority races, religions and 
other minority groups are all represented in my room. Mixed into this diverse cohort 
are students from both urban and rural backgrounds. While the majority of students 
 
7 Collet February (2016: iii) points out that, especially in South Africa, the ‘non-traditional’ student is 
under-researched and insufficiently articulated and warns that the term ‘non-traditional’ does little to 
recognise and respond to a blended understanding of student identities/constructs and their 
corresponding needs. 
9 
 
are aged between 19 and 25 years old there are always a number of mature students 
in the classes too. My classroom reflects the ‘heterogeneous’8 nature of many 
contemporary South African classrooms. UJ attracts students from all over South 
Africa as well as many international students. Many of my students are far from home. 
They have not yet established personal bonds and support structures. They are 
adapting to new social, language and cultural norms. This transition is frightening and 
lonely for many. 
Thus, my classroom constitutes a diverse setting with students experiencing many 
new challenges. Hence the WPP module has a strong socio-emotional component 
that seeks to support students through the transitions they have to face in their first 
year. 
Initially, my students struggle with understanding and communicating confidently in 
English. In this multi-literate learning environment, many of the students struggle with 
understanding one another. The language of instruction is English. This inhibits many 
students who feel too shy and intimidated to participate fully in the class discussions. 
The structure of traditional learning forces our students to sit for long periods 
throughout their day (this is particularly so for the engineering students) and I notice 
that students sometimes struggle to stay alert and engaged. As a lecturer of the WPP 
module, I am deeply aware of the many challenges experienced by my students that 
prevent them from engaging fully with the programme.  
While the aim in the delivery of these WPP modules is to create a relatively informal 
learning environment that is based on discussion and personal reflection, it essentially 
remains a traditional transmittal classroom modality in which formal learning is 
delivered through a passive and hierarchical structure and form. I have found that only 
 
8 Heterogeneous: February argues for the reimaging of the constructs of student identity, especially 
from that of a deficit model to one that recognises and embraces the multitude of nuances of the ‘non-
traditional’ learner (February 2016:75) 
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a small number of my students excel in this environment. This ‘sage on the stage’9 
format forces students into rigid sitting postures with only limited forms of interaction 
such as listening, reading/writing, and verbal discussions. Students have told me that 
they find it hard to concentrate and their minds often wander.   
The traditional pedagogic space is not conducive to learning. It is “alienating” 
(Calitz:162,171; Mann 2008:58) and designed to establish the power relations that 
force the learner into a passive position and is hegemonic in its replication of unequal 
power relations and its insistence on hierarchical knowledge generation and transfer 
(McMahon & Portelli (eds) 2014:6; Mann 2008:6; Freire 2005:71). In this context, 
educators become intimidating and powerful, and students find it particularly difficult 
to challenge or contradict a lecturer (Mann 2008:13).  This traditional format for 
teaching (together with years of disempowering classroom experiences) causes 
learners to doubt the value of their contributions and to harbour a fear of exposing 
themselves to ridicule and shaming. This perceived threat therefore restricts 
participation. 
This form of learning also does not take into account the diversity of learning styles10 
and needs of the student cohort: consequently, it disempowers students and does not 
engender experiences of ownership of their own learning or provide agency to develop 
their own strengths (Mann 2008:129). These challenges constitute some of the 
barriers to access experienced in the room and I attempt, through this study, to reduce 
the constraints that prevent my students from actively engaging in the programme. I 
argue that contextually, an arts based approach to learning provides a conducive 
approach that is more accommodating and less intimidating and thus more enabling 
for students.  
 
9 ‘Sage on the stage’ is a phrase that refers to a traditional, transmittal teaching approach and is in 
contrast to the more contemporary, constructivist teaching approaches that recognise the learner as 
having existing knowledge and prior learning with which to engage in active learning (King 1993:30). 
10 Learning styles refer to a range of competing and contested theories that aim to account for an 
individual’s learning and posits that people can be classified by their style of learning. These 
classifications include kinaesthetic, aural and visual sensory modalities (among others).  
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Addressing the WPP Challenges: integrating arts based methods 
Through my study, I explore arts based methods that can foster the development of 
experiences of agency and empowerment for students, with the expectation that they 
may capacitate the students to overcome some of the barriers they face. In doing so, 
I hope to improve their ability to access the ‘freedoms’ that the educational resources 
make available in the WPP programme and classroom. Arts based methods offer less 
restrictive ways for students to think and communicate, thus expanding opportunities 
for engaging more freely with the WPP content and embedded subject outcomes. The 
developing of capacities for personal agency and empowerment are thus seen as 
essential attributes for accessing the freedoms of the educational resources in the 
WPP programme. 
I use an action research (McNiff 2013 and Mills 2000) approach to initiate an 
intervention aimed at addressing these challenges and at monitoring and evaluating 
this initiative. I draw from CRAE, an arts education model developed by Mary Stone 
Hanley (2013), which advocates creativity and imagination for empowering students 
and for providing learning via, arts based interventions that expand the WPP 
curriculum in order to achieve transformative goals in the heterogeneous classroom. 
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CHAPTER 1: THEORETICAL PERSPECTIVES 
Introduction 
This chapter presents the theoretical framework for the planning, development and 
execution of my study. I examine the theories that underpin my study, in the process 
commenting on the key concepts of agency and empowerment. I also evaluate the 
potential positive impact of applying these principles in the design and application of 
an arts based programme that seeks to supplement and improve the existing WPP 
programme.  
In presenting an argument for introducing arts based methods into the WPP 
curriculum, I draw from relevant arts based approaches and pedagogical strategies to 
motivate and inform my teaching practice. I use this framework to explore how 
creativity and the arts can be significant agents of change in the classroom through 
the adoption of CRAE (et al 2013) as a pedagogical model.  
In addition, I refer to transformational theories and critical pedagogy as the ideological 
bedrock of my work. I explore notions of disrupting traditional power relationships in 
pedagogical practice and propose the development of a curriculum that enables 
greater inclusion, participation and representation for all the students in my classroom. 
Melanie Walker argues for an  
alliance of the capability approach developed by Amartya Sen with 
ideas from critical pedagogy for undergraduate university education 
which develops student agency and well-being on the one hand, and 
social change towards greater justice on the other (Walker 2010:889). 
Transformational pedagogy is relevant to my study owing to its view of learning as 
being a catalytic process. This study takes a social emancipatory view of 
transformational pedagogy and draws on Paulo Freire’s (2000 and 2005) notions of 
embodied learning, democratic learning, horizontal leadership and co-creating 
knowledge. I assess the applicability of this in enabling agency and empowerment 
through enhancing capacities for voice, reflection and critical analysis related to the 
teaching and learning in the WPP module. 
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A common thread that runs through these concepts is a democratising element that 
identifies and fosters the development of capacities for agency and empowerment as 
key goals for a relevant contemporary curriculum.  
Arts based approaches enable environments that are agentive. These environments 
emphasise transformative learning by expanding opportunities in the classroom for 
more flexible communication. As a result of increased flexibility in communication, arts 
based approaches deepen cognition processes in ways that are inclusive and 
empowering for learners.  
Critical transformative theory breaks the mould and is counter-hegemonic in that it 
disrupts dominant and normative educational practices that are oppressive and 
alienating (Freire 2005:70). Its application recommends a shift in the power relations 
between teacher and student towards installing a more egalitarian and democratic 
value system in which participants are represented in and empowered to contribute to 
the interpretation and generation of knowledge. 
Both arts based and critical approaches are employed in this study in order to extend 
and enhance my teaching practice in the WPP curriculum. 
 
Transformational pedagogies 
Transformative pedagogy is rooted in adult learning and is defined by Omiunota 
Ukpokodu as an: 
activist pedagogy combining the elements of constructivist and critical 
pedagogy that empowers students to examine critically their beliefs, 
values, and knowledge with the goal of developing a reflective knowledge 
base, an appreciation for multiple perspectives, and a sense of critical 
consciousness and agency  (2009:6). 
Ukpokodu (2009:6) argues that an important part of transformative learning is for 
individuals to change their frames of reference by reflecting critically on their 
assumptions and beliefs. This reflection should be accompanied by consciously 
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making and implementing plans that bring about new ways of defining world views. 
Ukpokodu’s definition is expanded by Edward Taylor (2008:11) who argues for a wider 
understanding of how people learn. He highlights the importance of a holistic approach 
to transformative learning, in addition to the often-emphasised use of rational 
discourse and critical reflection. A holistic approach recognises the role of feelings, 
other ways of knowing (e.g. intuitive and somatic), and the role of relationships with 
others in the process of learning (Taylor 2008:11).  
 
Agency and empowerment – a capability approach 
Contemporary development theories have influenced educational thinking towards a 
more nuanced and inclusive view of transformation. In a capability approach, Amartya 
Sen (1992:31; DFID 2002:12) identifies well-being and freedom as “the ability to 
access an ever-expanding range of freedoms”. In considering capabilities, Sen 
(2005:12) distinguishes between “agency achievement” and “agency freedom”. The 
former refers to realised functioning/s (achievement) and the latter to what is 
effectively possible (opportunity). A capability, therefore, represents a person’s 
effective freedom and provides motivation for the widening of opportunities to exercise 
freedom (Sen 2005:12). This focuses our attention on agency and empowerment as 
key functionings that are essential components in accessing freedoms. “Un-freedoms” 
(Sen 2005:12), on the other hand, are experienced when individuals experience 
constraints to their ability to access these freedoms. 
Development literature advocates the need for a shift towards participation and 
democratisation through bottom-up policies (DFID 2002:9). The expansion of 
‘freedom’ is viewed both as the primary end and as the principal means of 
development (DFID 2002:12). Sen argues that the needs of development also include 
the need to remove those “un-freedoms” from which the members of society suffer 
and that development efforts must be directed towards eradicating barriers or 
constraints preventing access to freedoms (DFID 2002:9). 
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It is from these libertarian definitions that we are able to consider transformation in the 
South African educational context. Student protests and poor success outcomes have 
made it clear that despite expanding formal access to universities, the lived experience 
of the students is that of being unable to access the goods offered in these settings.  
Heila Lotz-Sisitka (2009:15) agrees with Wally Morrow (2007) and argues that 
effective transformation of the university learning environment cannot be achieved by 
addressing only the formal access component, but that concern for epistemological 
access is necessary too. Leibowitz (2017), Bozalek, Garraway and McKenna (2011), 
Du Plooy and Zilindile (2014), Rusznyak Dison, Moosa and Poo (2017) all draw 
attention to the role of pedagogy by expanding the idea of epistemological access in 
order to shift the focus from institutional access to pedagogy. These shifts aim to effect 
a meaningful and expanded understanding of what constitutes access. 
This line of thinking has shifted contemporary paradigms towards a focus on pedagogy 
with implications that embrace a more appreciative approach. It recognises that 
subjective emancipation is an essential component of transformational education. 
In the context of my study, I adapt the current WPP curriculum so as to encourage 
students and lecturers to engage in ways that can reduce some of the barriers in the 
classroom environment. The aim of my study is to show that by reducing the 
constraints or barriers (especially regarding communication and power dynamics) to 
learning in the classroom students are better able to experience greater opportunities 
for  participation and representation. The expansion of opportunities for flexible 
communications in the classroom creates an enabling environment for agency and 
empowerment that is both inclusive and reconciliatory. By acknowledging the 
reciprocal nature of teaching and learning, and engaging and enabling ownership and 
voice/visibility, we expand opportunities for transformational learning. Art is used 
instrumentally in this context to enable opportunities for reflection and articulation.  
A critical approach:  Paolo Freire  
Freire’s influence in critical pedagogy discourse brings a much-needed humanising 
aspect to the educational domain. In Pedagogy of the Oppressed, Freire (2005) - like 
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Sen (2005) - identifies the importance of pedagogy in directing society towards goals 
of social justice and reconciliation. More recently, and in the South African context, 
authors like Burke, Crozier & Misiaszek have supported this notion by taking the 
position that: 
pedagogical spaces must be reshaped in relation to broader social 
justice imperatives that foreground higher education as an institution 
that bears social responsibility (2017:2). 
Freire (2000 and 2005) describes how traditional modes of education are oppressive 
and hegemonic. The attitudes and structures associated with what he refers to as the 
‘banking’ methods of education act to disempower and stultify learners and learning. 
The banking method relies on methods of transfer of information and can be 
characterised as a multifaceted barrier or constraint to democratic learning and social 
justice. “This method serves only the oppressor,” he writes, “since it facilitates 
domination through unchallenged normative practices that serve to silence and 
alienate learners” (Freire 2000:75). 
As will be expanded on in the next chapter, I consider the baseline of my study as 
being the extent to which students in my WPP classroom experience the current 
learning paradigm as falling within the ambit of the traditional ‘banking’ method as 
described by Freire and then consider  the impact of the action research intervention 
that refocuses a social justice learning approach so as to achieve a more democratic 
value system in my classroom. 
Freire places great emphasis on personal and collective agency and empowerment. 
In a transformational paradigm critical practice enables the building of capacities 
through embodied experiences in the learning space. He recognises that in order to 
address social justice concerns the teacher - student relationship must first be re-
shaped. 
 Education must begin with the solution of the teacher-student 
contradiction, by reconciling the poles of the contradiction so that both 
are simultaneously teachers and students (Freire 2000:70).  
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The power relations in traditional learning environments (i.e. the perceptions and 
concomitant behaviours or manifestations thereof) that disable learners or limit their 
participation constitutes an epistemological constraint. Freire argues for a re-
alignment of the educator to that of a co-investigator. Though not entirely being on an 
equal footing in terms of knowledge, teacher and student learn from each other as 
they “co-investigate dialectically the object of knowledge” (in Mayo 2012:10). This 
democratises the space in which learning takes place and recognises reciprocity in 
the process of ‘inquiry’. This democratisation of the teacher - learner relationship is 
reconciliatory and allows for a bottom-up reimagining of the learning space. This 
equalising of the relationship opens new possibilities that allow for greater ownership 
and relevance for the student and for the re-imagining of the teaching role.  
Freire proffers an emancipatory approach to education that places the subjectivity of 
the learner as central: this approach is founded on his belief that  
mans’ ontological vocation is to be a subject who acts upon and 
transforms his world, and in so doing moves toward ever new 
possibilities of fuller and richer life individually and collectively 
(2005:30).  
Thus, the aim of my study is to investigate how the introduction of arts based activities 
into the WPP curriculum can facilitate a more “subjective” approach to learning, in 
which the learners are empowered to discover their own individual knowledge base. 
This enables students to better identify their own challenges or constraints while 
improving access to classroom and university resources. This will lead to students 
participating more freely, thereby contributing to the democratisation of the learning 
environment. 
Freire recognises the importance of epistemological access and speaks to the kind of 
‘curiosity’ that is indispensable in the cognitive process: 
If students are not able to transform their lived experiences into knowledge and 
to use the already acquired knowledge as a process to unveil new knowledge, 
they will never be able to participate rigorously in a dialogue as a process of 
learning and knowing (2005:17).  
18 
 
He argues that one cannot “dialogue without any prior apprenticeship with the object 
of knowledge and without any epistemological curiosity" (2005:17). He posits that this 
provides a link to what is being taught and a way to make meaning of it.  
Freire’s problem-posing education affirms by taking “people’s historicity as their 
starting point in a process of becoming” (2000:172). He describes problem-posing 
education as a way of learning embracing a process of inquiry and believes that “only 
an education of questions can trigger, motivate, and reinforce curiosity”. He argues 
that an education of answers does not engage learners’ curiosity – “the curiosity that 
is indispensable in the cognitive process” and he identifies a “rupture” between the 
question and the answer - a disconnect (2005:17). A question must originate in the 
learner to be relevant. A liberating education connects the question with the answer. 
“To question and to answer represent a constitutive path to curiosity” (Freire 2005:17). 
Freire believes it is important to draw on the real lived experiences of the learner in 
order for knowledge to be meaningful or relevant. In doing so, we link the question 
with the answer. This subjective stance drives greater investment and ownership of 
the learning experience.  
Freire (2005:71) argues for a problem-posing education that challenges the banking 
or “necrophiliac” model which inhibits creativity and promotes domination. This more 
humanist approach will lead to “critical consciousness and the resulting synthesis of 
thought and action” and is a “way to reclaim humanity” (2000:172). 
The WPP programme provides a unique opportunity for students to relate their 
everyday experiences in classroom discussions: this is owing to the fact that the scope 
of the content includes topics that are equally applicable to their ‘lived experiences’ in 
terms of the WPP curriculum, such as time management, study skills, values, and 
stress management, leadership and team dynamics. My experience as a lecturer in 
the WPP module is that even if the students are able to see the direct relationship 
between the classroom content and their everyday lives, they are often unable to 
express these ideas in the standard linguistic or written modality. In my study, I show 
that this disjuncture provides a real limitation, not only to the depth of a student’s 
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learning experience, but also prevents the ‘curiosity’ that Freire regards as a 
prerequisite for a liberating learning experience. 
Freire provides a compelling argument for creativity in the learning space and claims 
it enables a more dynamic understanding of knowledge. The impact of the banking 
education to:  
minimise or annul the students’ creative power and to stimulate their 
credulity serves the interests of the oppressors, who care neither to 
have the world revealed nor to see it transformed (2005:71).  
Creativity enables the imagining and reshaping of new possibilities. In my experience, 
creativity is instrumental in stimulating curiosity. Through creativity the students are 
afforded an opportunity to self-identify, to distil and assert their unique perspectives 
and be represented in the knowledge being studied. By connecting with the real lived 
experience of the learner, using a bottom-up approach, learners can be provided with 
opportunities to achieve greater ownership and to make an investment in their own 
learning. 
In my study, I further explore this notion proposed by Freire, by designing my arts 
based intervention to include activities aimed at stimulating the creative ability of my 
students: these tasks include arts methods such as photography, drawing, drama, 
jewellery-making and role-play. These activities serve as additional but integrated 
activities in my classroom at different points in the various units of the module. 
Occasionally, I use them as short icebreaker activities when introducing new concepts 
and to build group trust: but we also use them as longer creative themed projects with 
which to consider the complex ideas introduced in the units. 
 
Arts based approach:  culturally relevant arts education 
The less we are able to dream the less we are able to do (Freire 
2000:45). 
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I draw on the extensive evidence of the efficacy of arts based methods as adapted 
and applied across numerous fields, especially in the social sciences, in developing a 
pedagogical strategy that aims to foster opportunities for ‘agency’, ‘empowerment’, 
‘freedom’, ‘transformation’ etc., which Freire (2000 and 2005), Leibowitz (2016) and 
other commentators identify as key pillars for developing an effective and meaningful 
learning experience. 
CRAE is defined by Stone Hanley, Noblit, Sheppard & Barone (2013:7) as a pedagogic 
model that uses arts to teach and learn non-arts subjects. This involves using the 
elements of arts, as well as the pedagogy of the non-art subject. CRAE uses art-based 
methods to support transformational agenda by shifting the power dynamics of the 
traditional learning space towards recognising and achieving a more horizontal, co-
created and inclusive “knowledges” space that recognises and affirms multiple 
perspectives (Stone Hanley 2013:8). CRAE enhances opportunities for learners to 
participate and be represented through “expanding the resources for communication 
in the classroom” in order to accommodate and include the diverse multi-literate 
contemporary student (Stone Hanley 2013:8).  
Arts based methods can help reduce language constraints and introduce a more 
inclusive and flexible approach that is more appropriate for teaching and learning in a 
diverse classroom setting. CRAE (Stone Hanley 2013:8) offers the opportunity to 
install experiences of agency and empowerment through the development of personal 
voice and identity through art-making processes and the resultant artwork. The artwork 
enables substantial representation and participation in learning.  
In alignment with critical theories, CRAE is a model that challenges dehumanisation 
in education. This model offers a means to cultivate a learner’s ability to “question, 
deconstruct and then reconstruct knowledge” (Stone Hanley 2013:9). The arts process 
and the resultant artwork serve as a mediating force in the curriculum.  
CRAE is a model that emphasises the active engagement of the learner in research 
and creative problem-solving applied to real world situations: the more embedded the 
activities are in the lived experiences of the artist/learner, the more relevant the 
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engagement becomes. Stone Hanley (2013:9) argues that positive identity 
development is key to resilience and that the ultimate goal of CRAE is to promote 
empowerment so that all individuals may “assert their inherent creativity to recreate a 
world that shares, recognises and includes their gifts”. Stone Hanley (2013:10) further 
posits that meaning making is the core of education and that it has to be relevant in 
order for it to be useful: above all it must be relevant rather than “vacuous and 
alienating”. I design the interventions to enable students to personally connect with 
and apply theories to their personal contexts. The images produced through the art 
process become real examples that populate the theoretical frames. Students are thus 
better able to assert their viewpoint and find representation in the curriculum content. 
This model embraces critical theories and culturally responsive education approaches 
which place the ‘artist’s/learner’s’ cultural knowledge at the core of the instruction with 
the belief that this is more likely to engage artists/learners in learning (Laing & 
Villavicencio Sa:1). This has a direct relationship with Freire’s’ notions of curiosity and 
ownership. Like Freire, CRAE brings the imperative of ‘subjectivity’ to learning and like 
a ‘problem-posing’ educational paradigm it affirms learners by taking people’s 
historicity as the starting point. 
CRAE also challenges the deficit model of education and asserts a more appreciative 
approach. Stone Hanley argues that by teaching “to and through” the learners’ 
personal and cultural strengths, their intellectual capabilities and their prior 
accomplishments, improved learning outcomes can be achieved, especially in 
multicultural settings. Rather than be:  
criticised for their culture, in this paradigm, artists/learners are 
empowered by their cultural knowledge, enabling ownership of learning, 
which stimulates intrinsic motivation, curiosity and imagination (Stone 
Hanley 2013:8). 
In the selection and implementation of my arts based activities, I draw on the principles 
of Stone Hanley’s CRAE model in order to create a programme that centres on the 
‘artist’s/learner’s’ cultural knowledge by creating a learning environment that 
emphasises affirmation, acceptance and valuing of the individual’s contribution. For a 
twenty-first century student, an arts approach offers a way into the learning space as 
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well as a way to connect with the theoretical components. Therefore, I use arts based 
interventions to enhance opportunities for learners to mediate the concepts offered in 
the curriculum. Arts processes and art objects enable learners to interpret and 
communicate their ideas and to populate the learning content with real and personal 
examples in which diverse individuals in the group can create relevant and personal 
representations in the learning material.   
Culturally relevant arts based approaches recognise the value that different 
perspectives and epistemologies can bring to learning and affirm through 
representation of the diversity of the individual learners. Aligned to critical theories, the 
arts-in-pedagogy methods also advocate an interrogation of knowledge and 
approaches that “affirm the learner’s power to produce knowledge” (Stone Hanley 
2013:8). 
In my study, arts interventions are designed to help ground the WPP content in a 
personal, subjective manner, thus drawing the “question closer to the answer” as 
understood and explained in Freire’s Pedagogy of the Heart (2000). It is also 
envisaged that this study will establish that the creation of artwork, while intrinsically 
subjective and individualistic, can also be used as a mechanism to relate to others in 
the same learning environment, to increase social awareness and promote active 
participation and ensure the inclusion of individuals as part of a collective. Through the 
created image students are able to assert their voices in an indirect way. Being more 
flexible, as an educator, allows for greater student voice and representation in the 
classroom. 
For Stone Hanley (2013:5), the transformative power of this work lies in the 
empowerment that comes with “the clarification of internal voice and the creative 
agency.” In my experience, I have witnessed how the process of arts production 
engages and installs experiences of personal agency and empowerment in the art-
maker. It allows individuals to self-identify and express themselves via a greater range 
of possible communication tools/modes, thereby asserting their unique voices and 
experiencing (embodied) visibility and representation. 
23 
 
I investigate the potential of arts based methods to promote a more inclusive and 
engaging teaching and learning experience by fostering students’ capacities for voice, 
volition and empathy in the Workplace Preparation (WPP) curriculum. In the process, 
I explore how culturally relevant arts education offers praxis for a transformative 
pedagogy and demonstrates its relevance in this programme. Moreover, this study 
seeks to develop the WPP curriculum in a manner that enhances student capabilities.  
The terms agency and empowerment are interpreted in various ways. Talitha Calitz 
(2015:171) identifies ‘lack of agency’ as a major constraint in education. Further Calitz 
argues that: 
the capability approach is an inherently egalitarian alternative that is 
interested in the resources that students have access to and the relative 
quality of arrangements that enable students to convert these resources 
into capabilities and functionings for equal participation (2015:52).  
Through her research with first year students, Calitz (2016:172) identifies enabling 
factors that resist alienating pedagogic practice and promote equal participation, 
namely: Affiliation with peers, Affiliation with lecturers, Platforms for student voice, 
Distributing access to knowledge and Recognition of capabilities. Arts based methods 
activate opportunities in the classroom that contribute to achieving these. I have 
identified the following capacities as a key focus for this study because they constitute 
important and recurring aggregations of empowerment and agency in the discourse 
(Calitz 2015; Walker 2005 and 2010; Walker & Unterhalter 2007). 
My focus is particularly on the building of student capacities for Volition, Voice 
(visibility) and Empathy as essential elements for achieving agency and empowerment 
in the classroom; 
Volition: this relates to concepts of ownership of, investment in and willingness 
to engage in the learning. It relates to the essential ‘curiosity’ that Freire speaks 
of. Students are able to feel invested and are more willing to participate when 
the learning process and the work under study are found to be culturally 
relevant and personally meaningful. This willingness becomes evident in an 
engaged and authentic participation in the classroom setting (as compared to 
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a passive response or a disrupted engagement). Personalisation and cultural 
relevance activate curiosity and result in purposeful learning. Volition is a 
central feature in capability, critical and development discourse. Sen (2005:17) 
refers to notions of volition as agency, as being able to choose what we want 
from a greater variety of choices. Aspiration and achievement are key concepts 
in capability theories. Volition is concerned with the ‘want to’ aspect – it is 
inspirational and speaks to the sense of agency as self-directed purposeful 
action. It is intrinsically more dignified as it suggests overcoming or excluding 
coercive influences. Volition is contextual, situational, and relative: moreover, 
this capacity gives authentic impetus to any activity, including ones involving 
learning. Volition can be observed in the classroom as students’ trust in the 
process of learning and willingness to engage and participate11 productively in 
the classroom.   
Voice / Visibility: These are capacities that allow one to self-identify and assert 
one’s own ideas in the group setting. This also includes the experience of being 
represented in the material under study. This can only be achieved in a ‘safe’ 
setting. By this, I refer to the environment in which the learning occurs: I include 
references re the social arrangements in the environment. In the following 
chapters I refer to and expand on this idea. 
Empathy: this refers to the capacity to connect and work well with others in a 
group setting, such as the ability to recognise others and engage with them in 
a mutual co-investigative relationship. Empathy allows one to recognise the 
collaborative and co-operative nature of learning and it provides a multi-
perspective understanding of knowledge. Empathy is intrinsic in any critical and 
emancipatory discourse and it also acknowledges the role of collective 
collaboration for mutually beneficial outcomes. Empathy engenders 
 
11 Participation: the engagement and interaction of learners at cognitive and social levels with ideas and 
activities that form part of curricular content, as well as with teachers and peers; and includes the 
affective dimensions of engagement, i.e. willingness, effort and enthusiasm, as opposed to half-
heartedness, apathy, fear and resistance, or by different combinations of these (Newfield 2011: 28). 
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belongingness and equity as a cultural member and contributes towards 
transformative social outcomes.  
 
Arts based learning - deeper learning and ‘knowing differently’ 
Denise Newfield’s (2011) has done interesting work within contemporary multilingual, 
diverse classrooms, especially with multi-literacies projects in South African 
educational contexts. She (2011:1) examines both the limits and possibilities afforded 
through the use of different representational resources in the representation of 
meaning. Her study (2011:1) suggests that multimodal pedagogies can “broaden the 
base for representation by opening up the third ground in the struggle between 
mainstream schooling literacy demands and cultural difference”. 
In their multiple configurations, such pedagogies have the power to “unleash creativity, 
intelligence, and agency through the creation of symbolic identity objects and practices 
that lead to creative rapprochements” (Stein and Newfield 2007: 919). 
Newfield (2011), Stein (2007), Andrew (2011, 2014), Archer (2014) and others have 
shown how diverse “classrooms become more participatory, agentive spaces” where 
learners can be productive and expressive (Stein and Newfield 2007:919). Multimodal 
approaches offer a way that works against learner-deficit models. 
Arts based methods have been studied extensively in multiple settings. No longer 
constrained by the limited forms of the past, these methods can promote inclusive and 
rich ways to “access experiential knowing” (Liamputtong & Rumbold 2008:1-2). Arts 
based methods are credited with deepening learning by providing opportunities for 
visceral, emotive and embodied experiences which enhance cognition. Learning with 
the whole body provides a more holistic view of learning that embraces a variety of 
modes of making meaning and of representing knowledge (Berman 2018; Berman & 
Netshia 2018; Andrew 2011 and 2014; Bozalek et al 2011; Newfield 2011; 
Liamputtong & Rumbold 2008; Eisner 2002).  
26 
 
The traditional lecture on a podium as a form of education leads to mechanical 
memorisation only. Recent studies (Wozniacki et al 2017:209) conducted with first 
year university students in South Africa have shown that after a traditional lecture most 
students tested were only able to recognise content taught but were not able to 
articulate these concepts. They argue that students need dedicated time and space in 
the curriculum  to process content: they need to spend time in a process of 
‘distanciation’ (Bozalek et al  2011:208) in order to be able to articulate their 
understandings. Arts based methods can provide the space in which these deep 
cognitive processes can occur.  Short and Jurgens (2017:3) support this call for 
dedicated time and activities in a curriculum that can accommodate this process of 
cognition and “allow for connections and relations to become apparent”. Hence it can 
be concluded that arts based interventions at relevant points in the WPP curriculum 
can allow students the time and tools needed to unpack the theory offered in the units. 
Students can be encouraged to engage, in a personal way, by visualising and creating 
personal metaphors to think about and communicate their own interpretations of the 
material. Art enables more emotionally invested experiences that have the capacity to 
deepen and enhance thinking (Eisner 2002:xii). 
Elliot Eisner (2002:11) identifies the important role that arts play in cognitive function 
and argues that in the process of creation learners are able to “stabilise what would 
otherwise be evanescent”. Ideas and images are very difficult to hold onto unless they 
are “inscribed in a material that gives them at least a kind of semi-permanence.” The 
arts, as vehicles through which such inscriptions occur, enable us to inspect more 
carefully our own ideas, whether those ideas emerge in the form of language, music, 
or vision:  
The works we create speak back to us, and we become in their presence a part 
of a conversation that enables us to see what we have said (Schaverien 
1991:117).  
As part of my study, I show how arts based approaches can expand possibilities for a 
deeper and more meaningful experience of the curriculum. By using a variety of arts 
resources and processes, I facilitate alternative and less threatening opportunities in 
the classroom for learners to access, think about and articulate their learning with the 
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aim of engaging the imaginative capacities of students so as to allow them to think in 
different ways about the material and about themselves. 
 
Arts based approaches and multimodal learning 
The term multimodal12 pedagogies signals a paradigm shift in relation to forms of 
representation and meaning making in classrooms. In broad terms, it 
reconceptualises communication in the contemporary classroom 
beyond the linguistic, locating language as one mode of communication 
amongst multiple semiotic modes, all of which function to communicate 
meanings in an integrated, multi-layered way (Stein & Newfield 
2007:920). 
Research dedicated towards developing more flexible, inclusive and participatory 
classrooms that are responsive to the reality of the multi-diverse learning environment, 
have shown how arts based methods facilitate multimodal learning. 
The utilisation of multimodality in multi-literate contexts has been explored extensively 
by David Andrew (2014; 2011), Pippa Stein and Denise Newfield (2007) and Gunther 
Kress, Jon Ogborn, Carey Jewitt, & Charalampos Tsatsarelis (2001). Multimodality is 
credited with expanding the resources available in the classroom for communication 
and articulation of complex ideas. There is a strong argument made by Stein and 
Newfield (2007:919) for a classroom constituted in multimodality where arts based 
methods provide alternative resources for expanding linguistic modes.  
In this paradigm, art is used instrumentally. David Andrew (2014:180) posits that arts-
in-education also offers an “antidote to the bureaucratisation of the educator and 
learner” and motivates for what he calls “a classroom as art work”- that is 
conceptualized “ethico-aesthetically”. In this paradigm, the artworks are valued for “the 
capacities set in motion” rather than the images they convey. I agree with Andrew in 
 
12 The term multimodal learning is increasingly associated with developments in electronic learning-
platforms. 
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his recognition of art work as having a pedagogic role that offers a space for cultural 
translation. Furthermore, Andrew (2014:180) posits that artwork, when underpinned 
by “relational and dialogical values, has the distinct role in producing the conditions for 
heightened social relations” and can be directed towards conciliatory aims of inclusion 
and social justice in the classroom. Stone Hanley (2013:8) supports the idea that “the 
arts in pedagogy advocates an interrogation of knowledge and approaches” and can 
“affirm the learner’s power to produce knowledge”.  
Building on social semiotic theories and applications in educational contexts, 
multimodal pedagogies work across semiotic modes, including the visual, written and 
spoken language, the gestural, the sonic, and the performative. Gunther Kress (2001), 
in support of multimodality encourages a multimodal view of communication and 
learning. This is an expanded understanding of the roles of language: it de-centralises 
language and gives equal space and weight to other modes of communication. Kress 
(2011) motivates for a classroom that makes use of a variety of semiotic modes (other 
than - and as well as - language) as a means to mediate, represent or communicate 
ideas. He asserts that  
meaning is made in all modes separately, and at the same time, that 
meaning is an effect of all the modes acting jointly. Learning happens 
through (learners actively engage with) all modes as a complex activity 
in which speech or writing are involved among a number of modes 
(Kress et al 2001:1).  
By representing their knowledge through multiple modes students can assert their 
unique identities and express their ideas in ways that are more fluid and less rigid or 
limited. Students are afforded greater autonomy in how they represent themselves 
and are thereby able to exercise greater voice and visibility in the classroom. This can 
also foster, for students, “a sense of authoring through multimodal production” (Thibaut 
& Scott Curwood 2018:48). 
 
Through my study, I propose that the introduction of a wide range of visual methods 
and arts based materials and processes, including visual, choreographic, musical, 
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literary, or poetic modalities into the WPP curriculum (which has, in the past, been 
developed and delivered on a platform of writing or speech), will provide the students 
with a more flexible vehicle in order to consider and articulate their ideas. Kress 
(2001:7) highlights the central role of the designer / sign-maker (or the agency of the 
individual as sign-maker) in a multimodal paradigm and asserts that “agency is present 
in the transformative aspect of sign-making”.  
By creating an environment in which students are provided with a wider scope of 
options through which they are able to learn and communicate, it is envisaged that the 
objectives of developing agency and empowerment will be achieved. 
Newfield (2011) shows how multimodality enables cognitive, social and affective 
participation through expanding the semiotic space of the classroom and reconstituting 
the learners as sign-makers (Newfield 2011:1; Stein & Newfield 2007:919). I apply 
these theories in my research study intervention to test for applicability of multimodal 
pedagogies to my multi-lingual, multi-cultural classroom setting.  
Through this study I hope to broaden opportunities in the curriculum for WPP students 
to engage more personally with the curriculum content and to actively participate and 
communicate their ideas in the room. This model broadens communication 
possibilities in the room and serves to reduce and alleviate the constraints of language 
in a multiliterate environment, thereby expanding opportunities for  epistemological 
access.  
 
Conclusion 
Introducing an arts based approach in the WPP curriculum can expand opportunities 
for students to engage in a curriculum that is more democratic and inclusive. Freire 
argues that the pedagogic relationship needs to be re-visualised and democratised. 
By framing my role as one of co-researcher or facilitator, I render myself, as an 
educator, more accessible and available as a resource in the room. I ‘step down from 
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the podium’, so to speak and engage in a more democratic relationship that is less 
intimidating and disempowering.  
Art is seen here as instrumental and agentive. It is expressive and culturally relevant. 
From a capability’s perspective, a culturally relevant arts based pedagogy can be 
viewed as an enabling conversion factor and can facilitate the widening of the 
‘freedoms to achieve’ in the classroom context by widening opportunities for practicing 
capacities for volition, voice/visibility and empathy that contribute to the ideas of 
agency and empowerment. Culturally relevant arts based methods expand the 
semiotic resources in the room and recognise the value of multimodal and multi-
perspective learning in diverse classrooms. This approach acts as a mediator in the 
curriculum by providing time and space to connect, identify, process and 
communicate. Arts approaches foster opportunities for greater participation by 
enabling opportunities for voice and visibility and a place where all learners can find 
representation in the learning. These methods also consciously foster collaboration 
and a positive group dynamic. Art becomes agentive in the room by developing a less 
threatening learning environment for students.   
I discuss in detail how this theoretical framework is operationalised through my 
research project in the following chapters. 
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CHAPTER 2: RESEARCH DESIGN: METHODOLOGY 
AND METHODS  
   
 Introduction  
This chapter sets out the methods and methodological approach used in this study. I 
use an action research (AR) approach to record and reflect on the implementation of 
Culturally Relevant Arts Education (CRAE) in my teaching of the Work Place 
Preparation (WPP) module. I use arts based methods to initiate a change and observe 
the effect of the intervention I designed for my module. Action research in the 
classroom context generates actionable strategies through the reflection upon and 
study of teaching interventions. AR entails the process of identifying a problem and 
then taking action to solve it. It is an approach that is designed to achieve concrete 
change and improve practice (Mills 2000:21). I make use of CRAE, an arts based 
methodology using creative modes of inquiry in my classroom in order to generate and 
collect data throughout the iterative cycles of the creative interventions built into the 
project. It is a methodology that is flexible and capacious for the dynamic nature of 
arts based methods, thereby offering a practical research structure that is especially 
useful in this WPP educational setting.   
 
Design Approach 
Reflective practice: Action research (AR) 
Owing to the applied nature of the arts based intervention and the “exploratory nature” 
(Creswell 2013:152) of this study, a qualitative research design approach is 
appropriate, as it allows for an emergent process. In addition, Cathy Urquhart (2013) 
recommends a qualitative approach when probing “a topic when the variables are 
unknown” (2013:25). The WPP programme and the dynamics of the classroom in 
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which the study is conducted are both complex, with many nuances, permutations and 
limitations, which is a further reason for employing qualitative methods of data 
collection and analysis. Arts based methods have been extensively researched in 
contemporary South African classrooms and point to the valuable contribution arts can 
make to curricula (Berman 2014; Andrew 2014, 2011; Newfield 2007, 2011; 
Liamputtong & Rumbold 2008, among others). However, interventions in the WPP 
curriculum that take an arts based approach are fairly new to South African Higher 
Education and, as a result, have not been researched in this particular context13. This 
study seeks to initiate an action research process investigating how culturally relevant 
arts based methods can be utilised to positively alter the traditional classroom 
dynamics and serve to reduce some of the constraints that students experience.   
 Kurt Lewin (1890-1947) is credited with coining the term action research (Mills 
2000:6). This form of research was born from a need for research in education to have 
real effect and an influence on teaching practice (Gravett 2002; Mills 2000:7).  
Geoffrey Mills (2000:6) defines action research as a “systematic inquiry by a teacher 
researcher in the teaching environment whose intention is to gather information about 
how we teach and learn”. While this methodology has informed teacher researchers 
differently in various (often dissimilar) contexts, resulting in different schools of thought 
through the years, a common understanding binds them: such as the liberating and 
democratic intention to enhance the lives of students (Mills 2000:7). Influenced by 
educational theorists such as Paolo Freire, critical action research establishes a 
philosophical perspective that informs action research practice (Mills 2000:11). 
Emerging from a post-modernist stance of understanding truth as relative, conditional, 
situational and based on prior experience, action research offers a methodology for 
research that is rooted in principles of reflective practice. It is concerned with the 
integration of theory and practice and utilises the cyclic pattern of experience and the 
 
13 A notable exception is the Visual Literacy Foundation Course run at Wits university from 1996-2006.  
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conscious application of lessons learned from experience to engage in a process of 
continuous learning and reflection.  
 
Jean McNiff argues that action research is not “a thing in itself” (2013:25) but, rather, 
an umbrella term referring to a broad set of practices characterised by:  
people interacting together and learning with and from one another in 
order to understand their practices and situations, and to take 
purposeful action to improve them (2013:25).  
It is a form of inquiry, which is intended to have “both action and research outcomes” 
and is focused on achieving a real improvement or change in the context of practice 
(Gravett 2002:2). Practice led action research has evolved as a reflective practice and 
employs methods and techniques that are not necessarily linear and are more 
experience-based.  
AR is a model that can be described as a self-renewing, evolving and cyclic process 
that includes the stages of “planning, execution and reconnaissance” (Mills 2000:17-
18). These phases of AR have allowed me to develop, test and refine the arts based 
interventions, as well as the varied research methods employed in conducting this 
study. These include varied data collection methods ranging from evaluation forms, 
WhatsApp messaging, photographs, audio and video recordings, and visual and arts 
based data. The reflective phases of this methodology provide a structure with which 
to consider and respond to ‘emergent’ issues. As a cyclical methodology, however, 
the phases of action research are not clearly delineated because there are constant 
micro–reflections and action cycles within each of the cyclic frames. For example, in 
2017 the student feedback is paper-based and in 2018 the feedback is in the form of 
WhatsApp text messages. The relative immediacy of this method is integral to the 
action process as it informs the micro adjustments made throughout the project, as 
well as the study as a whole. These micro-cycles affect aspects such as the timing for 
introducing the interventions in class, as well as decisions regarding materials and the 
modes of the interventions that are linked to topics in the schedule. 
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Even in its simplest form, AR facilitates reflective practice through the continuous 
cyclical patterns of “look, think, act” (Stringer 1996 in Mills 2000:19). This reflection 
cycle develops a process of knowing and knowledge that leads to responsive and 
conscious action. The continuously renewing cyclic structure of action research is by 
its nature dynamic. It has a clear starting point only: i.e. when you “identify your area 
of focus” (Mills 2000:21). All methods in each of the proceeding cycles are determined 
by the changing needs of the action research. It is an unfolding and unpredictable 
process (Berman 2018:98; Mills 2000:21). Kim Berman (2018:87) proposes that 
complex transformative change can be understood by using multimodal methods that 
include the arts and that these methods can yield rich and nuanced data.  
Michael Quinn Patton states that: 
[t]he creative, practical and adaptive researcher draws on varied inquiry 
traditions and uses diverse techniques to fit the complexities of a 
particular social intervention or situation (2011:264).  
Action research does not always fit into conventional evaluation methods and needs 
a more flexible and “emergent adaptive evaluation approach” (Patton 2011:284). 
Patton identifies the evaluator’s role to be that of an interpreter – looking for the 
patterns in and disruptions to the evidence (2011:280).  
 
Research Design 
Given that I use action research in generating, documenting and evaluating data 
through iterative cycles, I begin by identifying challenges experienced in my practice 
and initiate a change to address these concerns. I observe and reflect on the impact 
these interventions have in my classroom so as to gain knowledge and insights in 
order to continuously improve my practice. Using a range of qualitative tools to 
interpret and evaluate the impact of the intervention, I integrate my own observations 
and interpretations with the visual analysis and student reflections. The study utilises 
methods from development arts and from educational fields. This reflects the 
objectives of this study which conceptualises the integration of creativity in educational 
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practice. It embraces methods that bridge the boundaries between these fields and 
introduces creative methodologies to expand the educational space in order to include 
alternative ways of knowing.  
This approach aligns with my intention of challenging my own practice in the classroom 
to better facilitate teaching and learning in the WPP syllabus in ways that can promote 
a transformative and empowering educational agenda. As a practicing educator, I am 
offered a broad methodological framework via AR that compels me to critically reflect 
on and improve my own pedagogical practice on a continual basis.  
Table 1 below describes the design of the project using an AR approach. The project 
is divided into three project cycles coinciding with the three years of the study. Each 
cycle proceeds through four stages with each addressing the particular objectives and 
outcomes of the stage. The data were collected and formatively analysed over the first 
two project cycles. The third project cycle is used summatively to interpret, synthesise 
and collate the study. 
Table 1: Project research cycles 
Phases Cycle 1 2017 Cycle 2 2018 Cycle 3 2019 
1. Plan  • Identify problem; 
o Establish 
baseline 
• Plan arts based 
interventions;  
o unit plans  
o lesson plans 
• Plan and devise data 
collection methods; 
o feedback  
o  ethical consent 
• Reflect on challenges 
and findings 
• Adapt and devise 
project interventions; 
o unit plans 
o lesson plans  
• Adapt and devise 
data collection and 
analysis methods 
o WhatsApp 
• Conclude study with 
findings 
• Plan report 
• Supervision 
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2. Act • Consent 
• Implement four 
interventions 
 
• Consent  
• Implement six 
interventions 
 
• Write report 
• Peer/supervision 
review  
 
3. Observe • Data collection – 
o Focus group 
interviews 
o Most significant 
changes 
o Journaling 
o Video and 
photographic 
documentation 
o Written feedback  
 
• Data collection- 
o Focus group 
interviews 
o Video and 
photographic 
documentation 
o WhatsApp 
messages 
o Journaling 
• Collate and edit 
report 
 
 
4. Reflect • Analyse/ Interpret 
data;  
o MSC  
o GT coding; 
establish 
categories and 
themes 
• Recommendations 
for next cycle 
 
• Analyse data; 
o Comparative 
analysis of data 
using categories 
as aggregated to 
reflect enhanced 
capacities or 
functioning or 
capability 
 
• Conclude report 
• Submission for 
examination 
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Project planning, Implementation and Observation 
Through my years of teaching this module I have come to recognise and identify 
several challenges experienced in the teaching and learning of the WPP module as 
summarised below:  
– Students struggle to communicate, especially in English 
– Students generally find learning to be intimidating and stressful 
– Only a few students actively participate or contribute in classes  
– Many students lack confidence or have introverted personalities 
– Students struggle to concentrate 
– Podium lecture modus operandi is alienating and impersonal 
– There is a disconnect between theory and application 
– Power dynamics render students constrained, fearful and disempowered 
– Students resentful of extra year and have negative attitudes towards soft skills 
 
In response to these challenges, I draw from and adapt the model CRAE in the 
following ways for the WPP curriculum. Six arts based interventions are introduced 
into my teaching practice at specific points in the syllabus. In chapter three I present 
the structure of the teaching and learning and show how I have adapted the model to 
be used in the implementation of the project. In the first project cycle four lessons have 
been implemented with students in the 2017 access year. The cyclic stages of the 
project provide opportunities to make conscious and responsive refinements and new 
action(s) in the following cycle. After observing and reflecting on the impacts of the 
intervention I then expand the intervention to include six lessons to cover more units 
in the programme. 
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To apply the principles of CRAE, I draw extensively on my skills and knowledge in 
community, therapeutic and personal practice and from my educational experience. I 
devise arts based lessons that use visual methods to teach and learn in the WPP 
programme. Lesson plans and unit outlines are included as Appendix H. 
Consent and ethical considerations 
I prepare my students for the implementation of this research study plan by discussing 
this project in class during the few lessons that precede the introduction of the art 
activities. This allows time for questions and answers, before participants are asked 
to sign consent forms. I explain that arts based methods will be introduced in my 
teaching practice and that students are free to decide whether to participate in these 
activities or not, and that marks are not contingent on their participation. All the 
students in my classes willingly sign a consent form that states that they have been 
duly informed and have consented to participate without feeling any form of pressure 
to do so. Most students indicate that they are willing to have their work documented 
for the purposes of this study. However, over the two years of the project, a few 
students have indicated not feeling comfortable specifically with their work being 
visually documented for this study. I have not included any documentation of these 
works. I have not identified individuals and all artworks presented here, and all 
personal information remains anonymous in order to protect and maintain 
confidentiality.  
 
Documenting the intervention 
John Creswell (2013:235) identifies giving a “holistic account” as a defining 
characteristic of qualitative research. He calls on researchers to develop a complex 
picture of a study and reflect multiple perspectives in reaching rich conclusions. To 
this end, I draw from a variety of data sources throughout the two-year period of the 
project, thereby resulting in a multi-layered dataset.  
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Several data sources are used, which include photograph and video recordings taken 
from my cell phone during classes, focus group interviews, photographs of artworks 
produced by students, my own journal entries and both WhatsApp texts and paper-
based student feedback solicited after arts based lessons. The data is generated and 
collected over the first two project cycles in 2017 and 2018.  
Creswell (2013:235) cautions researchers to allow for what he refers to as the 
“emergent design process”, or rather, a more “fluid and pragmatic” approach to the 
realities of practical studies. He recognises that data collection methods and strategies 
might need to - and can - be adapted from the initial proposal or intention. Owing to 
practical considerations, the pre-screening of students for baseline assessments 
cannot occur as planned. Instead, participants give feedback on their perceptions of 
the study’s impact and in particular identify how the arts based lessons are different 
from their regular educational experiences. Participants provide written and verbal 
reflections on their experiences of the lessons. I draw from these written responses to 
establish a base-line indicator for necessary changes. After the first cycle it becomes 
evident that it is also impractical to gather written feedback from the students after 
each class. A more accessible method is therefore devised, whereby students 
voluntarily message me using WhatsApp. All the students receive a private relevant 
WhatsApp account number established particularly for this purpose. I contend that 
these adaptations to my methods contribute adequately to the gathering of reliable 
data for this study.  
With regard to photographic and video footage I use my cell phone camera to collect 
photographic evidence. I also document process work in class as well as final art works 
produced via the arts based interventions and their activities. I record video clips of 
classroom processes and activities. I video record one full lesson.  
Feedback is given by students after each class.  Both paper and electronic texts are 
collected through two action cycles.  
Journal and observation notes regarding my experience of the study are recorded in 
a journal that I dedicate to this purpose. I use this as a tool to track my observations 
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and thoughts as I experience them during the class and after the classes. I use these 
notes to reflect on my experiences and I compare, triangulate and integrate these 
insights with the other data sources. Action research is grounded in reflection on 
practice and these notes are integral to evaluating my own teaching practice and my 
observation of the intervention processes throughout the study. 
Focus group interviews 
Focus group interviews are conducted with the participants in each year at the end of 
each action cycle of this study. Those who volunteer to participate in the study are 
from the groups that I teach in each year of the study. This sample is volunteer- based 
and deviates from the original intention of establishing a purposeful sample group. The 
students in my class have busy academic schedules. Therefore, I choose, instead to 
ask for volunteers from my groups in order to avoid unnecessary burden on students.  
In the first cycle, fourteen students volunteer to participate in the focus group. This 
represents eight percent of my students in 2017. There are ten participants in the 
second cycle of interviews which represents seven percent of the students that I teach 
in 2018. The times and venues for the interviews are scheduled to accommodate the 
participants’ timetable and assessment schedules. I begin each interview with an 
explanation of the aims of the study and clarify the purpose of the interview. The 
participants agree to the terms and sign consent forms (an example of the consent 
form can be found in Appendix D).  
Cycle 1: The group interview is conducted as an informal discussion. The interviews 
are audio-recorded and transcribed for accuracy. At the end of the discussion I ask 
participants to  identify any ‘significant changes’14 they have noticed or experienced 
due to the art activities they have participated  in (Davies & Dart 2005:8). I do this to 
help identify, from the participants’ perspectives, the most significant impacts of the 
intervention. This serves a bottom-up approach where participants identify key 
 
14 MSC – Most Significant Change is an evaluation method developed for Monitoring and Evaluation 
processes (Davies &Dart 2005). I have adapted this tool for my purposes.  
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indicators for themselves and actively set the parameters for evaluation (Davies & Dart 
2005:61). I use these statements to inform the descriptions and categories for codes 
when analysing the data. 
Cycle 2: For the interview I ask the participants to complete a paper-based 
questionnaire. (An example of the questionnaire can be found in Appendix E). Issues 
identified in the first cycle are clarified and verified in 2018. Specific questions are put 
to the participants in these interviews. The questions, while focused, are intentionally 
worded in an open-ended way that encourages participants to express their own ideas. 
For example, I ask “How is arts based learning different to regular classes?”  
 
Limitations of the focus group 
The focus group sample size represents only eight percent of my student cohort and I 
therefore cannot make generalisations from my findings. However, the data gathered 
from the focus group interviews constitute only one strand of the broader data set.  A 
purposeful sampling for focus and an anonymous feedback portal could be valuable 
inclusions to the feedback cycle in future. 
The interviews are language-based and conducted in English which is the language 
of instruction at the university. There are eleven official languages in South Africa of 
which I speak only two, with English being my first language. Interviews conducted in 
vernacular might present a modality for exploration in future in order to garner deeper 
and more nuanced data.    
Focus group participants volunteer to take part in the study. The participants indicate 
how they enjoy the methods used in class and are motivated by this to give up their 
time to participate in this study. The participants are unanimous in their enthusiasm 
for the arts based methods. No negative feedback was forthcoming, despite my asking 
about this specifically in the interviews.  
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Analysing and interpreting the Data  
Introduction 
This action project embraces arts based methods: firstly, as applied and integrated in 
pedagogical practice as a means of inquiry in classroom teaching/learning and 
secondly, as a research tool to generate, collect and interpret data.   
Action Research is an emergent process which takes shape as understanding 
increases. It is also an “iterative process which converges towards a better 
understanding of what happens” (Patton 2011:280). I keenly observe and reflect on 
the different aspects of the intervention in order to make ongoing formative evaluations 
that build through the cycles to converge and help with formulation of a holistic picture 
of the project.   
When interpreting data, Patton (2011:270) argues that the role of the evaluator [in 
development practice] is to identify patterns and themes emerging in the data and to 
identify “sensitising concepts” which are used to raise consciousness about something 
and alert us to watch out for this within a specific context. This leads to possible actions 
based on insights and patterns and allows for further questioning (Patton 2011:264).  
The objectives of the intervention frame my interpretation of the data. I adapt and 
integrate an arts based pedagogic model to affect change in my classroom. In 
examining the impact of the intervention against the challenges that gave impetus to 
the study, I ask questions around how the creative interventions impact the 
relationships in the pedagogic space, as well as questions regarding how the methods 
impact on student capacities.  
I apply a variety of qualitative tools to examine and interpret the data. These qualitative 
methods of interpretation provide for a textually nuanced analysis of the data set and 
help me to identify important and/or sensitive aspects of the evidence and to articulate 
some of the hard-to-pin-down qualities of the data. 
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Evaluative methods 
A visual analysis of the data renders up many interesting and rich observations, 
indicating extremely positive responses as the approach is considered to be affirming 
and includes elements of play, creativity and a departure from the orthodox 
hierarchical power structure of the classroom.  
I employ a technique often used in monitoring and evaluation in community 
development settings to clarify the challenges that initiate the intervention and to 
observe, reflect on and to evaluate the efficacy of the intervention. The most significant 
change (MSC) technique was invented by Rick Davies (1996) and is used to monitor 
and evaluate impact in community projects. It can be used as a tool to gather, from 
the participants’ perspectives, data on the impact and outcomes that can be used to 
assess the performance of a programme (Davies & Dart 2005:72). 
This study is, however, also located within an educational field which favours more 
traditional and conventional academic research approaches. Arts based methods are 
often perceived as “soft” and not rigorous enough outside the arts field (Berman 
2018:91). Although arts based, this study does however have educational ambitions 
and implications. I, therefore, also draw from recognised and traditional analytic 
methods used in educational research practices to analyse the data. 
 
The analytical methods of Grounded Theory 
Grounded theory is used as an analytical procedure to guide my analysis of the data I 
collected. Barney Glaser and Anselm Strauss first developed Grounded Theory (GT) 
in the 1960s, as a research methodology and analytical practice. While there are 
ongoing debates regarding, in the main, procedural differences in the use of the 
method, what remains consistent is a “bottom up” approach, whereby data is 
systematically analysed to generate credible theories (Urquhart 2013:16). Creswell 
(2013:42) defines GT as a method of inquiry in which the “researcher derives a 
general, abstract theory of a process, action, or interaction grounded in the views of 
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participants”. This process involves using multiple stages of data collection and the 
refinement of categories of information, as well as determining their inter-relationships. 
The purpose of the use of GT in this study is not to develop a robust theory grounded 
in data, but rather to present a rigorous and exhaustive analysis that is systematic and 
rooted in the data. My intention is to develop a detailed and well-considered 
understanding of my data. 
Kathy Charmaz (2006) identifies two distinct coding phases: an “initial phase” in which 
the researcher breaks up dense data into a manageable form. This process then leads 
to a “focused phase” that is more selective and looks for salient categories and their 
relationships (Charmaz 2006:46).  
As stated previously, I employ grounded theory (GT) analytical methods to analyse 
the data. This is an approach to analysis used to verify and triangulate interpretive 
findings. In this regard, grounded theory serves as a method of data analysis, in which 
coding is used as a strategy to unpack and understand data in order to generate 
interpretations based on themes that emerge from the data. GT offers a procedural 
pathway for analysis through the systematic collection, organisation and detailed 
analysis of a variety of data. This makes it possible to conduct systematic checks of 
both the collection and the analysis of the data, thus presenting a dependable and 
accurate method of analysis. In this study, the analytical principles of GT are utilised 
to code and categorise the data gathered in the first cycle of focus group interviews: 
this procedure contributes to structuring the findings of the study. I combine  visual 
analysis and the analysis of the verbal interviews in order to arrive at my initial findings. 
The congruity that emerged from these findings gave me a renewed confidence in the 
validity of my interpretive analysis in the second cycle where my findings are used to 
frame and qualify the analysis and interpretation of all the data gathered before 
reaching the final conclusions of my study. 
For a thorough analysis, Cathy Urquhart (2013:48) recommends at least three coding 
stages, starting with a detailed dissection of the data in a process of open coding. 
Urquhart (2013:48) recommends a “line by line” coding procedure, as this enforces a 
real “intimacy” with the data. I begin by labelling each transcript line by line and using 
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a constant comparative method to establish discrete and differentiated initial 
descriptive codes. Open coding is a laborious task, but an important step towards 
unpacking data. The constant comparison method is used for this study: that is, each 
piece of data (including visual) is compared in order to break down and connect data 
into discrete descriptive codes. This is done manually with paper and highlighters. The 
open coding process generated many labels and concepts as each participant speaks 
from his or her own perspective. Notes are made of ideas and observations as they 
occur to me throughout the process. Urquhart (2013:194) encourages the making and 
integration of what she calls “theoretical memos”. These field notes prove to be helpful 
later when the categories and themes are conceptualised. The feedback from the 
participants often had resonance with my own observations. 
Urquhart (2012:24) asserts that the second stage should begin when “no new open 
codes are suggesting themselves and definite themes are emerging”. This is a time 
for looking at relationships and developing interpretive codes. Urquhart (2012:24 and 
188) refers to this as the “selective” stage. Based on the patterns that are emerging, 
data are categorised and re-categorised until clear themes are evident. 
In the second reflection cycle of the study, the questions that are developed for the 
focus group interviews are devised to elicit specific feedback regarding the themes 
identified in the initial analysis. For example, I ask participants to discuss if and how 
arts based techniques enhance their experiences of learning in the WPP classroom. 
This issue was first identified by participants in the MSC question in cycle one and is 
a prominent theme identified throughout the GT coding process. 
The last stage, theorising, is a process of extrapolating the relevant themes 
(represented in Table 9 and 10) and linking them with supporting literature. This is as 
far as I go in terms of using GT as an analytical framework, because my intention in 
using this method is not to present a grounded theory, but rather to ensure a thorough 
and well-executed analysis of my data. As a method for analysis, GT, while strict in 
application of its methodical and rather laborious coding processes, lends itself well to 
interpretivist methods and subjective theorising (Urquhart 2013:96). 
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Table 2 below illustrates the stages of the coding process used to establish the 
interpretivist themes. This describes the process of analysis within the reflection cycles 
of the action research. The cyclic methodology of action research promotes processes 
for both formative and summative analyses.  
 
Table 2: GT coding stages 
OPEN CODING 
 
      FOCUSED CODING 
 
      SELECTIVE CODING 
 
• Labels and descriptions 
• Integrating visual data 
• Line by line coding 
• Constant comparison 
 
o Raw data 
o Table 8 
• Categorising and 
relationships 
 
o Table 9 
 
• Interrelationships and 
connections 
• Themes clarified 
• Findings 
 
o Table 10;11 
o Figure 46 
 
 
Project cycles 
In the first cycle (2017) I apply a deductive approach to the formative analysis process 
as much as possible, allowing for a bottom-up approach by using the participants’ own 
words and images to tell the story. The focus group interviews are conducted as 
informal discussions that allow the participants to direct the conversation. I use the 
participants’ statements relating to their most significant changes to launch a constant 
comparative process so as to arrive at clarified and distinct descriptive codes. I use a 
variety of visual and written data sources to populate the codes. I then begin a process 
of categorising these codes to achieve a manageable set of themes. In the second 
cycle (2018) I devise questions that concentrate the focus group interviews on these 
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themes. This is done to verify the observations and initial conclusions reached in the 
previous cycle. There is congruence between the conclusions reached through the 
different research styles and this serves to consolidate the findings and conclusions 
reached in this report.  
 
Table 3: Data analysis cycles 
CYCLE 1- 2017 
 
CYCLE 2 - 2018 CYCLE 3 - 2019 
GT analytic methods 
 
• MSC – Identify sensitive 
issues 
• Detailed and thorough 
coding to establish themes 
• Reflection on highlights 
and challenges 
 
Thematic Analysis 
 
• Focus group interview 
questions devised to verify 
data – repeated and/or 
new evidence 
• Reflection on research 
methods 
Synthesis  
 
• Evaluation 
• Formulating / clarifying 
themes – present 
findings 
• Making recommend-
dations for next cycle 
 
 
Limitations  
Creswell (2013:235) identifies the role of “reflexivity” in qualitative studies and 
highlights the importance of reflecting on how the backgrounds of the researchers can 
influence their values and interpretations and, in turn, shape the direction of the study. 
The various data sources (and especially the video recordings of classes) afford me 
the required distance (from lived and stimulating classroom experiences captured in 
own journal entries and observations) needed to gain perspective and contribute 
critical observations.  
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The literature review is conducted concurrently with the data collection, thus aiding my 
interpretation of the data. This process of reviewing the literature enables me to be 
more deliberate in the gathering and interpreting the data.  
The scope of this study is limited by its three-year life span. A more lengthy and 
sustained study would be needed to comprehensively study and understand the 
deeper impact of adapting and integrating an arts based model in the WPP curriculum. 
The impact of this study on subsequent academic success measures lies beyond the 
scope of the study. That is, the impact of the arts based classes on the participants’ 
grades was not measured quantitatively against the grades of non-participants or 
previous achievements. This means that the value of the findings cannot be quantified. 
 
Conclusion 
This chapter provided a rationale for the action research methodology used in this 
study. It focussed on the methodology and the methods used to generate and interpret 
data. A qualitative arts based action research approach was used to conduct the study. 
A reliable data set was generated. Interpretive methods, together with grounded theory 
analytic coding methods, were applied to analyse the data.  This was done 
systematically through the cycles of the study.  
In chapter three I present the practical aspect of the action research: this 
encompasses the arts based class activities as conducted in the first two cycles of the 
study. These are discussed in terms of the creative interventions to the curriculum 
which were undertaken with students in 2017 and the adaptations and revisions 
implemented with the 2018 student groups. 
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CHAPTER 3: PROJECT IMPLEMENTATION 
 
Introduction 
This chapter outlines the conceptualisation, planning, selection and implementation of 
the arts based interventions made to the WPP programme over the duration of the 
research project.  
My teaching practice is deeply informed by my personal experiences in community 
arts therapy; as well as my own arts practice. Since completing my undergraduate 
studies in 1989 I have been on a lifelong journey of both teaching and learning. While 
teaching in both formal (secondary and tertiary level) and community environments, I 
continued to broaden and further my skills and qualifications which include accredited 
counselling and community arts therapy training. These various skills and 
qualifications together with my experience influence my practice. I value the 
generative, therapeutic and expressive potential of art material and non-verbal visual 
communication. Art material provides the raw elements with which to express and 
communicate in non-verbal and indirect ways. It is from these experiences that I am 
convinced of the value of a culturally relevant arts based pedagogical model as a 
vehicle for enhancing and supporting the specific, as well as the broader aims of the 
WPP curriculum.  
My study is concerned with the agentive qualities of arts and art making and seeks to 
harness these qualities in the educational setting. Art is used as an essential and 
catalytic resource towards achieving a pedagogy that expands the capacity of the 
classroom and is more enabling for students. I posit the view that arts based methods 
provide real opportunities and freedoms for students to function optimally in the 
classroom. I use art instrumentally - for its utility in the classroom.  I do not set out to 
teach art, nor the skills associated with art making. Instead, I value the essential 
expressive physicality of art materials and the mediating force of the artwork. I draw 
on the embodied benefits of art making and the utility of the resultant artwork. The art-
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based activities and visual methods used derive their inspiration from the fields of 
jewellery, visual arts, drama and dance. 
The action research project is an application of CRAE, an arts based pedagogic model 
that utilises creativity and visual methods to enhance student capabilities. I introduce 
visual methods of inquiry in class activities to expand my teaching practice and to 
foster ‘real opportunities’ and ‘freedoms for functioning’ (Sen 2005:12). This enables 
me to introduce more flexible modes of communication and shift the interpersonal 
relationships that occur in the room. 
In 2017 I plan and implement four arts based lessons that use visual methods to teach 
and learn for one of the units in the syllabus. Each activity is done with each of my 
three groups. This first action cycle is an initial testing phase. I observe and reflect on 
the feedback to evaluate the impact of the activities in my teaching of the unit. Based 
on the insights gained through this cycle, I then adapt and extend the arts based 
intervention so as to include two more activities for implementation in the second cycle 
of the project with the 2018 cohort of WPP students.  
 
Culturally relevant arts education - CRAE  
Culturally relevant education is founded on a conceptual framework that argues that 
all aspects of teaching and learning must involve students’ cultural backgrounds, 
interests and lived experiences. Increasingly, meaningful and relevant education is 
viewed as instrumental in improving student engagement and achievement.  
CRAE as a model, is not prescriptive. Instead it offers guiding principles with which to 
navigate a contemporary classroom. Originally emerging from American contexts, and 
largely concerned with minority challenges, it nevertheless provides a philosophical 
framework that recognises the struggle for equitable learning that promotes affirmation 
of diversity. It is pertinent in a South African Higher Education context because all 
universities are currently engaged in a process of democratisation to reflect the  
country’s constitutional and social justice aims.  
51 
 
This model integrates experiential arts based methods with critical reflection in order 
to foster positive identity development and intrinsic motivation - and also ownership of 
a process aimed at achieving empowerment and social justice in education (Stone 
Hanley 2013:7). 
CRAE is a pedagogy that is best suited to a multicultural, critical, contextual teaching 
and learning paradigm. Culturally relevant arts education encourages the integration 
of arts based methods that enable an:  
interrogation of knowledge and approaches that affirm the learner’s 
power to produce knowledge and methods that challenge prejudices of 
any kind (Stone Haley 2013:8). 
It is a pedagogic model that is anchored in the use of the imagination. Creativity is 
valued for its inherent ability to empower students by instilling a sense of agency and 
also for its power to foster (generative) imagination as a means to “construct visions 
of self-determination” (Stone Hanley 2013:2). Furthermore, according to Stone Hanley 
the integration of creativity and arts production in contextual teaching and learning, 
within a multicultural and critical pedagogic paradigm, builds positive identity 
development and intrinsic motivation and ownership.  
Integrated arts based methods, underpinned by the concepts of culturally relevant arts 
education, provide a useful model with which to respond to and accommodate the 
diversity of my classroom.  
 
Integrating culturally relevant arts based methods in the WPP classroom  
I adapt this model to suit my context better by interpreting  the notion of ‘culturally 
relevant’ to reflect a post-modernist, intersecting identity view that ‘culture’ and 
‘identity’ are fluid and dynamic and can only be subjectively identified and expressed. 
Broadly speaking, 'intersecting identities,' refers to the idea that a single person can 
be at “the intersection of multiple different social identities” (Crenshaw 1994:95). 
Identity, like culture, is made up of a multitude of factors and an individual is both 
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“subject to their circumstances” and an agent able to influence which parts of 
themselves they present to the world (YW Boston 2017:[0]). Agency and choice in self-
representation and right for equality are fundamental to this interpretation. These 
concepts inform the idea that ‘cultural’ in my classroom is not about defining ‘culture’, 
but more about facilitating space in which all the participants feel safe, accepted, 
respected, acknowledged, valued and enabled to self-identify and to articulate this in 
ways that are of their own choosing. Voice (and visibility) is at the core of this 
understanding. I use these methods to expand the possibilities for self-expression and 
communication in my classroom. This stance recognises the plurality of the classroom 
and enables the expression and representation of multiple perspectives.  
I draw on my skills and experience in arts education and in therapeutic art practice in 
community to inform my approach to using arts based methods in my teaching 
practice. I ensure that my art activity lessons are structured to include time for action 
and reflection. These experiences also inform and affect my perception of my role in 
the classroom. When using arts based methods in my classroom, I become less of a 
lecturer and more of a facilitator. I am concerned with creating a safe environment in 
which deep learning can occur. I facilitate the “container” which is a concept used in a 
therapeutic space to denote both attitudes and behaviours that promote a safe and 
structured context (Rabiger 1990:23).   
I follow a similar format for each intervention. At the beginning of the lesson, I introduce 
the concepts or topics that we are addressing. I invite students to use the materials to 
explore their ideas. Time is allocated to art making, either individually or 
collaboratively. I devise the (art) lesson to have a project brief that is intentionally broad 
enough for individuals in the group to enjoy complete autonomy in choosing how to 
interpret the brief or how to use the materials to articulate or express their ideas. The 
artwork is not prescriptive, and I do not provide visual examples. I motivate these briefs 
using words like ‘consider’ and ‘think about’. Each lesson has a series of scaffolding 
parts that provide time, space and materials to reflect on and interpret ideas and to 
visualise and communicate these ideas. Through artwork learning is made tangible: 
the artwork provides a substantial representation of the individual maker and  visually 
expresses the multiple perspectives  in the room. Time is dedicated towards the end 
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of each lesson (as well as at pause points throughout the activity) to share and reflect 
on the outcomes of the lesson through group discussions.   
Art materials and processes 
The materials and processes are not specialised for any particular arts field. For the 
most part, the materials are made up of collected found objects and recycled waste 
materials representing a range of colours, shapes and textures. Materials and 
processes are introduced for their expressive potential and possibilities for metaphoric 
interpretation or re-interpretation as students create and attach personal meanings to 
their images. In addition, a variety of materials allows for creative choices for personal 
expression. I bring art material to each class. The chosen materials, such as balloons 
or rolls of paper, are based on the needs of each activity and also for their expressive 
potential, for example I might bring feathers, various found objects and glitter.  
Having to transport and carry art materials to each class is challenging. I transport the 
materials using easy-to-carry bags to provide a wide variety of art materials. I refer to 
this as my ‘portable’ studio. I constantly collect materials and have developed a basic 
art-kit which includes art making materials such as a variety of stationery colours, 
scissors, wire, twines and glues.   
The processes involved are intended to help students think visually and to capture 
their thoughts in non-linear formats. Visual arts methods help concretise thoughts to 
allow for and facilitate reflection and critical analysis. The expressive potential of the 
material expands the resources with which to make meaning and self-identify, and the 
resultant art object offers a point of reference for articulation and participation in the 
classroom. 
Students initially tend to approach the materials tentatively, taking small amounts of 
material and working small and ‘book’ size. I encourage students to use the classroom 
and materials more freely. To allay fears, I also remind students that their artwork is 
not directly assessed. This helps free students and promotes creativity and ‘risk’ 
taking. 
54 
 
 
 
 
Figure 1: Portable studio, 2018 (photograph by author). 
 
I am mindful of how the expressive nature of art materials and art processes 
possesses the ability to activate emotional responses. The emotional dimensions that 
arts practice can activate are important attributes of this model and can contribute to 
whole body learning. I aim to exploit this in positive ways. As a soft skills programme, 
WPP is generally concerned with promoting self-care and lecturers are already alerted 
to the importance of identifying and supporting risk. I routinely remind and refer 
students to PsyCad and other support services on campus. I draw on my training in 
counselling in developing and modelling a non-judgmental attitude and a caring and 
responsive mindset to promote a safe space in the classroom. 
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Arts based activities and WPP curriculum 
The WPP curriculum comprises a number of units that address the psycho-social 
aspects of soft skills and requires personal introspection and critical reflection. 
Students demonstrate their understanding and application of the concepts in their own 
lives through written self-reflective exercises for assessment in their portfolio of 
evidence. The  nature of the topics (e.g. values, ethics, self and social management) 
lend themselves to the introduction of art activities in order to enhance the learning 
experience because the applications of these topics can be deeply personal in 
application.  
I devise specific art activities that dove-tail with the topics covered in the syllabus to 
promote more embodied opportunities to explore and consider the concepts and topics 
covered in the units. Each activity is intended to help link the theoretical component 
with students’ personal real-life experiences, such as considering how personal values 
impact on their daily lives or on the group experience. The art activities help bring 
culturally relevant and personalised examples into the room, thereby allowing 
students, individually or collectively, to guide the inquiry and generate content for the 
learning. These methods affirm learners’ inputs and capability and highlight the 
collective contribution to the group learning experience. The activities are fun, and 
activity-based: they offer indirect ways to engage with the material by providing time 
and space to think about and generate ideas. The artwork also provides an opportunity 
to express and articulate these ideas. These methods encourage students to move 
around and work together. Through the art activity students find indirect and less 
threatening ways to interact, and to participate and contribute to their own learning. 
The art product becomes a substantial representation of each individual in the 
classroom. 
I introduce the ‘image’ and image making as a tool to extend and expand experiences 
and opportunities for reflection, voice, and sharing ideas in a safe structured group 
setting.   
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Some lessons aim to contribute directly to the student’s ability to complete the written 
self-reflective assessment exercises in a more considered and authentic way. Some 
lessons are aimed at developing relationships and are not intended to link directly to 
formal assessment outcomes. The art activities aim to address a number of issues: 
e.g. to make lessons more inspiring and relevant for the students in the room; to 
facilitate time and resources in order to allow for considering and reflecting on learning, 
and to provide indirect ways to participate in the classroom in order to build self-esteem 
and confidence and support positive social relationships. 
By introducing arts based methods into my teaching practice I seek to further expand 
and enhance the learning experience for my students. I facilitate a non-threatening 
environment in which students can invest in their own learning in order to fully access 
and benefit from the WPP programme.  
 
Safety and holding 
The stance of the lecturer is an important aspect in developing trust and safety in the 
room when working in this manner and I often draw on my counselling training for this. 
Trust is developed in the classroom through developing and modelling an attitude that 
is caring, open, encouraging, interested and non-judgmental. This actively reduces 
stress and models a kinder more inclusive capacity. The learner-teacher relationship 
is based on trust and reciprocity, mutual respect and care. 
– “…the thing that makes us not quite intimidated is because you 
make us open, you give us room to express ourselves.” 
 
– “…made me feel like my opinions are valued and heard.” 
In creative therapies the image is recognised as a highly charged and invested symbol. 
This view relates to the symbolic depth (as compared to the diagrammatic function) of 
the art object (Schaverien 1991:9). Students identify with the image in the process of 
its creation. The art object becomes a concretised representation of the individual who 
made it and must be valued and respected (Fromm 1951:17).    
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Action research - project cycles 
In the first project cycle I devise four arts based lessons to integrate into my teaching 
practice. I implement each lesson with each of the three groups (Electrical 
Engineering, Extraction Metallurgy and Logistics) that I teach in 2017. Based on the 
feedback and analysis from this cycle, I then go on to adjust and add two more 
activities in the second cycle that make up the intervention as implemented the with 
students in the 2018 year.  
I began the intervention for this first cycle with the ‘Values unit’ because the content of 
the unit has a psycho-social aspect which I believe lends itself more readily to arts 
based methods. The content of the units in the second semester is about intra-
personal and inter-personal relationships. Students are expected to do a lot of 
introspection and critical analysis about themselves and their world. 
The feedback and observations of this phase indicate positive and encouraging 
results. Participants note how the arts work promoted positive social dynamics and 
express a wish for arts based-based methods to be included from the beginning of the 
year to ease difficult class dynamics. With these recommendations in mind I then 
devise a further two arts based-based activities for use in the following cycle and hence 
six arts based-based lessons are implemented across four of the units in the 
programme in 2018. 
 
               Table 4: Units addressed in the WPP syllabus 
Cycle 1 - 2017 Cycle 2 - 2018 
Values unit 
 
PCM unit 
Goal setting unit 
Values unit 
EQ unit 
 
4 activities: 6 activities: 
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Cell-phone Selfies 
Collaborative sculpture 
Protective amulet 
Roleplay with balloons 
 
Body sculpture 
Body tracing 
Cell-phone selfies 
Collaborative sculpture 
Protective amulet 
Role play with balloons 
 
 
The arts based intervention – Six lessons 
This section focuses on the final intervention, made up of six arts based activities that 
I introduce into my teaching practice through the year. I present a rationale for each 
lesson and a description of the activity. I share my observations of the lessons from 
my own perspective and provide visual examples of each activity along with feedback 
drawn from student responses to these lessons. 
Table 5: Overview of the final intervention - 6 integrated arts based lessons 
1. Body Sculptures 
Term: 1  
Unit 1: Personal change management 
Aims: 
o Build morale and group identity 
o Affirm and celebrate successful completion of first term 
o Ground and connect the theory of transition in personal experiences  
Outcomes:  
o Provide opportunities for students to get to know each other and bring an element 
of play/fun to the learning experience 
o Recognise and affirm positive feelings and proud accomplishments 
2. Body tracings 
Term: 2 
Unit: 2 – Goal setting and action planning 
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Aims:  
o Inspirational 
o Explore concepts of dreams and goals; identify realistic, achievable and relevant 
personal goals 
o Development of personal goal which to take forward in the unit 
Outcomes:  
o Students are inspired to develop a range of personal goals using visual methods to 
consider and articulate ideas 
3. Cell phone ‘Selfies’ 
Term: 3 
Unit: 5 - Values  
Topic: Identifying personal values 
Aims:  
o Provide an indirect entry point to the Values unit  
o Opportunities to connect with topics through generating real and personal material 
aids for reflection and discussion. 
Outcomes:  
o Encourages interaction and collaboration between students that is topic-focused 
and relevant 
o Encourages indirect and non-threatening opportunity to participate in the activity  
4. Collaborative sculpture 
Term: 2 
Unit: 5 - Values  
Topic: group values and values in the workplace 
 
Aims:  
o Strengthen group bonds. Identify and experience positive values in group settings. 
Affirm personal identity and group membership  
Outcomes:  
o More supportive and congenial social relations 
o Facilitates productive and relevant group discussion 
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5. Protective amulet -adornment 
Term: 3 
Unit: 5 - Values 
Topic: Socialisation 
Aims:  
o Deepen self-reflective process using visual methods in the classroom 
o Promote pride in cultural heritage, awareness of contextual social and personal 
position  
o Opportunity to self-reflect on personal values within the context of young adulthood 
and self-individuation 
Outcomes: 
o Learning is relevant and representative 
o Promotes deep introspection and opportunities to for communication  
o Artwork represents substantial and relevant real-life examples to animate theory  
6.  Role play balloons 
Term: 4 
Unit: 6 – Emotional intelligence 
Topic: Empowering and disempowering beliefs, conflict resolution, assertiveness 
Aims:  
o Integrate and connect the topics covered in the unit 
o Provide embodied and experiential learning opportunities 
Outcomes: 
o Helps to understand and apply concepts in real life 
o Dynamic and exciting activity is inspiring and memorable 
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Figure 2: A typical classroom on DFC, 2018 (photograph by author).  
 
Lesson 1: Body sculptures: Power-pose 
Aims 
The first term of their first year is a particularly fraught time for students as many have 
moved away from family and have not yet made secure bonds in the new environment. 
There are a multitude of new challenges that students face and must get used to. The 
Personal Change Management unit in the WPP module is designed specifically to 
support students through this difficult transition, by presenting theories of change with 
which students can identify and reflect on their own processes of change when 
beginning their new academic journey. This unit spans the whole of the first term.  
This intervention explores concepts of ‘risk’ and ‘resilience’ through an experiential 
embodied activity which aims to affirm and celebrate the efforts and resourcefulness 
of the students. This activity occurs at the end of the unit and is intended to be a fun 
and upbeat last lesson to the unit and first term. It recognises and celebrates the 
students’ successful transition as explored through the unit. This activity has no formal 
assessable outcomes but is intended to develop group identity and bonds and to affirm 
each member’s role and contribution to the group learning.  
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Description 
Step 1: This activity is based on the childhood ‘musical statues’ game. I ask students 
to find a body position that embodies and can signify how they feel when they are 
feeling good and strong – to identify and represent the personal strengths and 
attributes that have helped them ‘conquer’ the trials of the first term - their ‘power pose’. 
I spend some time talking about the importance of connecting with our bodies and 
prepare for movement with a quick meditation to draw attention to different parts of 
our bodies. I also talk to the symbolic meanings or potential of different body parts to 
motivate this activity. We push the desks aside and begin by moving around in the 
middle of the room. We move around making rhythmic ‘music’ by clapping and tapping. 
When I call freeze, each person freezes into their pose. We practice this until each 
person has their ‘power-pose’. There is a lot of laughter as we dance and move. I join 
in and this makes students laugh a bit more. After some time, we pause to reflect and 
talk about what we are doing and feeling. Many students volunteer to share with the 
group what their ‘power-pose’ signifies about themselves and their best character 
traits. Through discussion I link this to topics covered in the unit. We celebrate our best 
selves and the accomplishments so far. 
 
 
 
 
 
 
 
 
Figure 3: Power-pose activity, DFC, 
2018 (photograph by author). 
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Step 2: I then give a motivation focusing on how each unique individual, is also part of 
the whole group and how working together and supporting each other in the class can 
benefit all. I ask for one volunteer to start a new ‘group image’. Others are encouraged 
to find a way to join their pose to the central pose. This takes some time as students 
consider how to join their particular pose with another particular pose. I give a brief 
talk about ‘mindful touching’ before starting. Once there is a group image where each 
person is in contact with another student, I ask everyone to inch closer and closer until 
everyone is close enough to press shoulders against each other. Students then relax 
their knees but still feel supported by their tight and supportive ‘image’. The inching 
closer and closer leads to a lot of laughter and animated discussions in the room. In 
the closing discussion we talk about how the structure symbolises group dynamics 
and how the closer we get the stronger the support of the whole becomes and that 
‘together’ we make up the ‘image’. I end the lesson by reminding students about the 
unit lessons regarding developing positive coping strategies and I emphasise the 
power of self-care and peer support.   
   
  
Figure 4: Power-pose: joining personal poses for group image, Extraction metallurgy 
students, DFC, 2018 (photograph by author). 
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Observations 
Students willingly engaged and participated in the activity and I saw smiles all around. 
It feels like a welcome respite from sitting for long periods of time working through the 
busy syllabus. Students seem earnest in considering their pose and through the 
movement and repetition I noticed how students began really taking on and embodying 
or filling in and settling into their poses. In the talk and share time many students 
volunteered to share the meaning of their pose and showed a sense of pride and self-
worth. Others in the group listen attentively and often enthusiastically clap or show 
other forms of support and encouragement to the speakers.  
 
Student feedback 
– “At first thought it was silly but then saw everyone was smiling so 
I tried it and really enjoyed it.” 
Figure 5: Power-pose – body sculptures, 
Extraction metallurgy students, DFC, 2018 
(photograph by author). 
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– “It was very fun and inspiring; it gave most of us the opportunity to 
build relationships as well as break the ice with most of my 
classmates.”  
 
Lesson 2: Body Tracing  
Aims 
This unit is offered at the beginning of the second term and is intended to help students 
identify their goals and to develop plans to achieve these. My intention is to introduce 
visual thinking methods and art materials to the classroom. I have chosen to use the 
body to ground the theory in the subjective and personal as much as possible and to 
help students set real and relevant goals for themselves for different aspects of their 
lives. 
 
Description 
I lay out a variety of materials. Each student cuts a piece of paper from the large 
continuous roll, large enough to fit their own body. Students help each other trace their 
body outlines on to the paper. I ask students to spend some time, using the materials 
to think about and set personal goals in different aspects of their lives. I motivate for 
the symbolic potential and use of the materials and encourage the symbolic 
interpretation of the body. I invite students to use the art materials to express their 
ideas. Students have about one hour to work on their images.  
The longer students works on the image, the more complex it becomes. Towards the 
end of class all the images are displayed, and students are invited to talk about their 
work. Some students are eager to share and tell others about their goals. I reassure 
students that there is no pressure to share if they are not comfortable and I encourage 
them to seek support if feelings do come up. 
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Observations 
Space: In order to accommodate the large pieces of paper the students are forced out 
of their desks and have to use the classroom in different ways, with some on the floor, 
some pushing desks together and others against the wall. This project allows students 
to move about the space and claim it in ways to suit their needs. At first there’s a lot 
of chatter and laughter while the tracings are made but then students drift to their own 
‘bubbles’ and work intently on their images. The room is more informal, and I am better 
able to walk around and engage individually with students in the room. Several 
students call me over to show their work.  
 
Figure 7: Flexible use of space, DFC, 2018 (photograph by author). 
Figure 6: Students help each other to trace body outlines, 
DFC, 2018 (photograph by author). 
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Communication: Students who have never spoken before are now willing and able as 
the art object offers a triangulating tool with which to speak. For example, I had one 
student who had never spoken or participated in my class before. He was very 
animated through the production of his artwork and rushed to complete it. At the end 
Figure 9: Electrical Engineering student, DFC, 2018 
(photograph by author). 
Figure 8: Student working, Extraction Metallurgy,  DFC, 2018 (photograph by 
author). 
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of the class he was the first to volunteer to open the discussion. He spoke to the class, 
explaining the meaning of his symbols represented in his image and the goals he had 
developed through the process. He stood behind the image, as if it were shielding him 
and he blushed throughout his share. Speaking and sharing in the group was difficult 
for him, but the art process had inspired him deeply. He was able to overcome his 
shyness. The art object became a tool – a safe way to participate and communicate. 
 
 
 
Figure 11: Making the artwork, WPP class, 
2018 (photograph by author). 
Figure 10: Sharing the image in group 
discussion,  DFC, 2018 (photograph by 
author). 
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Student feedback 
- “It helped me visualise what I wanted to be and what I wanted to achieve” 
- “I found out stuff about myself… goals I hadn’t thought of… inspired” 
- “I got to set new goals and managed to change my perspective on the 
goals I had before. My goals are more broader now and no longer just 
financial and academic oriented but now also include my person growth 
well as impacting our society in a positive manner.” 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
          Figure 13: Goal Setting, DFC, 2018 
(photograph by author). 
Figure 12: Body tracing – Goal Setting, DFC, 
2018 (photograph by author). 
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Lesson 3: Cell phone ‘Selfies’ 
Aims 
This activity contributes to understanding and answering Exercise one of the Values 
unit which asks students to identify and categorise their values. 
This activity provides an indirect visual entry point into the new unit and aims to 
facilitate participation in class discussions. It provides quieter students an opportunity 
to think about and generate ideas for themselves, as well as opportunities to articulate 
these ideas.  
Body tracing aims to ground the unit in reality and draws on the lived experience of 
the learner by bringing relevant and real-life examples into the room. This serves to 
affirm students’ inputs and highlights the collective contribution to the group learning 
experience. 
 
Description 
When I complete the previous unit, I prepare the students for the new unit by handing 
out the new unit notes. I then ask students to spend the week collecting and taking 
Figure 14: Students sharing selfies,  APB,  2018 
(photograph by author). 
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images with their cell phone cameras of things that are ‘important to them’ to be used 
in the following class.  I ask them to create a visual document of the things that 
represent their personal values or the things that motivate them. I take a few minutes 
to explain the brief and I give a brief input about focal point and composition as things 
to consider when taking their images. 
The following session I open the lesson with slides and a discussion around defining 
what a value is. We talk about how values motivate us and help us to define our 
personal identities. I then ask students to show the collected ‘selfie’ images to the 
person next to them and explain the significance of the image and discuss how the 
image represents their personal values. 
 
Observations 
Most of my students came prepared with their images to the class. A few had forgotten 
but these students are able to scroll through their own cell phone albums to find 
pictures to use in the discussion activity.  A few students do not have camera phones 
and can bring images they draw or cut out from magazines in preparation for the class.  
I had originally planned to ask groups to present their categories using the classroom 
audio-visual screen but was unable to do so due to technical problems. I had hoped 
for an opportunity to shift the image to a larger scale and format (for the potential 
aesthetic and multimodal a/effects) in order for the entire group to be able to share the 
image; however, students were eventually confined to displaying their images on cell 
phone screens in smaller groups or pairs. Even though I was initially frustrated, I 
realise this allows for more intimate conversations amongst students. Students can 
share with each other, showing and explaining the images on their cell phones. There 
are many smiles during this session. However, students take this activity seriously; 
they engage intensely and earnestly with each other. Feedback in the closing 
discussion reflected how students get to know each other better and find 
commonalities and affiliations with their peers. 
The introduction of this activity provides a gentle and more indirect introductory 
platform for the students to stimulate discussions, whereas the norm would have been 
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for me to commence the class with my own one-way lecturing or find examples to 
stimulate discussions. The activity also stimulates students to make their own links 
with the values under discussion by generating  personal and relevant examples. The 
images provide  a reference point that enables many conversations through the unit. 
These personal visual images initiate and act as a focus for activity and discussion.  
 
 
Figure 15: Students discussing selfies,  DFC, 2017 (photograph by author). 
 
Student feedback  
– “You are learning everyday peoples’ views, you come to class; people 
have different views and it is like wow I actually never thought of it that 
way.   So, you get different perspectives which makes you aware of 
everything.” 
–  “At first speaking to people I had never spoken to before made me feel 
uncomfortable but when I saw how everyone was smiling and having fun 
that broke the ice.” 
– “The creative way of learning about other people’s values through 
pictures was great to connect on a deeper level.” 
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– “It was very interesting because ok I did not know this about you, or I did 
not know up until now. Now it is better for me to interact with her because 
now I know where she is at with this certain thing in her life.” 
 
 
 
Lesson 4: Freestanding collaborative sculpture 
Aims 
This experiential activity aims to build positive group dynamics through the 
collaborative aspect of the activity and contributes to thinking deeply about the issues 
before writing the assessment exercises for the portfolio. 
 
Description 
Step1: I set out the art materials and begin by questioning the students about their 
ideas about values necessary for effective group social experiences. I invite the 
students to create a visual symbol exploring and describing their own personal values 
and aspirations for a shared space. I also ask students to consider which of these 
Figure 16: Exploring personal values,  APB,  2018 (photograph by author). 
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values they bring to the common space. Students are given about twenty minutes to 
make a personal artwork.  
Step 2: I then ask the group to find a way to combine all their individual images to 
make one group image that can represent the class values. The only limitation for this 
brief is that their final image must be freestanding. The group has forty minutes to 
complete this step. Students negotiate and work together to build the group image. 
The final image is considered in group discussion for its visual characteristics and for 
its symbolic meaning. I end the lesson with story-telling – using a ‘heaven and hell’ 
analogy which is a story about empathy and working together to achieve mutually 
beneficial results.  
 
 
Figure 17: Step 1: developing personal 
image,  APB,  2018 (photograph by 
author). 
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Observations 
The process and the artwork help the groups recognise - and reflect on - the dynamics 
in the classroom and enable s difficult but relevant conversations.  
For example, this class described their collective image as a tree with the branches 
representing the creative and strong-willed personalities of each member in the group. 
Together, the group analysed how they had struggled to get the tree to stand and how 
it kept falling over. The group used this analogy to discuss, in an indirect way, their 
problems. I believe the class dynamics were significantly and positively impacted by 
this activity and I experienced the class to be more congenial and productive after that. 
This is corroborated by participants in the focus group. 
Figure 18: Step 2: collaborating to build group image,  Class values, APB, 2018 
(photograph by author). 
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Figure 19: “Tree” Free standing sculpture,  
APB,  2018 (photograph by author). 
 
 
 
 
Student feedback  
– “As a group we have become more integrated and assisting of 
each other.” 
– “I liked how you brought us together at some point because we 
would not get on as a class… so you made us like actually bond 
with each other. ” 
– “But the  first time you did that activity of us creating yourself 
values and then you made us want to stick everything in that  one 
place it made us like work together as a class to accomplish that”. 
– “I had a lot of fun...I finally felt very close to my class for the first  
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– time...we did something we all wanted. Thank you.” 
– “…now we get on…”. 
 
 
Figure 20: Class values: free standing sculpture,  APB,  2018 (photograph by author). 
 
Similarly, members of another group were able to see, discuss and resolve the 
dynamics that emerged through the analysis of their group image. They describe their 
image as ‘a comfortable seat’ but also as ‘a bed with blankets’. Students identified a 
gender issue in the class dynamic and were able to bring it into the open and discuss 
it, using the image analogy. I was also able to use the analogy to draw the lived 
experience closer to the theoretical concepts. 
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The free-standing sculpture activity plays out differently in each class and points to a 
growing confidence in the creative mode and maybe, more importantly, illustrates for 
me, the horizontal co-creation and production of knowledge: above all it really 
demonstrates the empowering nature of the methods. The space is transformed where 
students feel safe and empowered enough to spontaneously express themselves in 
ways that feel more natural and culturally relevant. For example; in one class, when 
Figure 21: Free standing sculpture – “Comfortable chair/bed”,  DFC,  2018 
(photograph by author). 
Figure 22: Detail of a ‘comfortable chair’, DFC, 
2018  (photograph by author). 
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the group was gathering to bring their personal images to create the collective image, 
one student began singing. Soon more and more joined in the song. The song is an 
isiZulu song traditionally sung at weddings when waiting for the bride. The song is 
about anticipation and unions. The singing was such a poignant example of how the 
process empowers students to feel safe and invested and able to contribute to the 
classroom experience. It was a natural expression of the joyful and creative 
experiences in the room and served to bond the group. This spontaneous singing is 
perhaps one of the most gratifying moments of my teaching career.   
 
My observation is that the introduction of this intervention can bring about a significant 
shift in the group dynamics of the classes. After this activity, I perceived the classes to 
be more engaged and congenial, with more consistent class attendance. This 
observation was also reflected in the focus groups. 
This activity works well with all my classes: I did this activity in 2017 and repeated it in 
2018 and it brought about significant changes for each group. There were many smiles 
and positive exclamations expressed throughout this activity and I am encouraged by 
my students’ willingness to go to dramatisation and metaphor. Students that were 
previously reserved and reluctant to participate in class, seem to lose their inhibitions 
Figure 23: Positive group dynamics, Class values,  DFC,  2018 (photograph by author). 
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and emerge as valuable contributors to the group. I notice students who are usually 
quiet and withdrawn participate in the various aspects of the activities. After doing this 
activity students remarked how I became less intimidating and more approachable and 
my students often asked for more classes with arts activities.   
 
Student feedback 
- “… it got to a point where you made us like actually bond with each 
other.” 
- “I am inspired – I want to come to class now.” 
- “...you ‘see’ others…who usually you don’t see.” 
- “Fun and interesting – I look forward to more.” 
 
Figure 24: Working in collaboration, Electrical engineering, 
DFC, 2018. (photograph by author). 
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Figure 25: Working collaboratively, Electrical engineering, DFC, 
2017  (photograph by author). 
Figure 26: Group image:  “Boat”, DFC, 2017 (photograph by author). 
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Lesson 5: Jewellery for Body adornment: Protective amulet 
Aims 
This activity explores the concepts of socialisation, individuation, positive and negative 
peer pressure, the social impact of our values and the importance of a personal value 
system. It is intended to contribute to understanding for Exercises two, three and four 
of the work book for the unit. The lesson provides scaffolding opportunities for self-
reflection on personal values within the context of young adulthood and self-
individuation. This activity is intended to help students explore and affirm their personal 
values by creating opportunities to reflect, articulate and share ideas about the topics.   
This project specifically, has potential to tap emotional chords for students. While this 
enables deeper introspection for students, it can also trigger strong emotions. Hence, 
I routinely remind students of self-care and the counselling services offered by 
PsyCaD on campus . 
 
Description 
I start the class by announcing “a hero is coming” and begin to drum slowly on my 
desk. There is a moment of surprised silence before one or two students join in. Soon 
the whole class is drumming together, and the group picks up the beat. After a minute 
or two I taper off and we fall to silence.  
I motivate this activity by inviting students to identify with the archetypal ‘Hero’ 
metaphor and enter a world of imagination and make believe. I tell a story of an 
archetypal hero preparing to embark on an epic journey. The hero is blessed with ritual 
gifts that will provide support throughout the epic journey.  
Step 1: I invite the students to imagine their own ‘journey’ and visualise the 
metaphorical gifts they receive before setting out on their own journey. About twenty 
minutes are allocated for visualising and  symbolising their ‘gifts’, using a variety of 
materials.  
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Step 2: Students then have about an hour to incorporate these symbols to design and 
make an adornment to be worn for any part of their body.  
 
 
 
 
 
 
 
 
 
 
Figure 28: Protective amulet – body 
adornment, APB, 2017 (photograph 
by author). 
Figure 27: Protective amulet – body 
adornment, APB, 2017 (photograph 
by author). 
Figure 29: Protective amulet:  values unit, APB,  2018 
(photograph by author). 
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Observations 
Drumming is a creative and quick way to pull the group together and it assists in 
focusing attention sharply on the next task. It created a feeling of full attention in the 
room.  
During the art-making process, many students choose to separate themselves from 
others and some work in small groups. The room is quiet as students concentrate and 
all seem comfortable with the ‘hero’ metaphor. There are some self-effacing 
comments; such as ‘I can’t draw or ‘ooh, this looks terrible’. I encourage and reassure 
students that judgments are suspended on their art making abilities.   
Again, the variety of art materials allows each group an opportunity to interpret the 
briefs differently and therefore each lesson plays out differently. For example; one 
class co-opted the camera used to document the lesson and turned share time into a 
TV show. Students interviewed each other using their art-objects as props for the 
show.  
Figure 30: Using artwork as props for 
sharing  activity, APB,  2018 
(photograph by author). 
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Through the make-believe space students who had never spoken in front of the group 
felt enabled to participate and spoke at length in front of the class/camera. Clearly this 
creative make-believe space is empowering and freeing.  
 
 
 
 
 
 
 
 
The activity is fun and playful and evokes an emotional response that makes it ‘come 
alive’ and creates a deeper and more meaningful experience. Students are more 
present and focused and willing to engage with full attention in the activity.  Participants 
reported that the emotional dimension results in a more authentic engagement with 
the reflective assessment exercises.  
Figure 31: Protective amulet: TV show, APB, 
2018 (photograph by author). 
Figure 32: Protective amulet: “Cooking book by Grandmother”, APB,  
2018 (photograph by author). 
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Students exhibit feelings of pride and self-worth in the art that they have made and are 
moved by being able to connect with and affirm their cultural and personal values. 
Students report that the process helps to take ‘thoughts out of their head’, so that they 
could observe them in a more tangible format. 
 
 
Figure 33: Body adornment: Protective amulet (from wire),  DFC, 2017 (photograph by 
author). 
 
Student feedback 
– “I realised that being close to my grandmother made us close 
enough to share the same values. She believed that home cooked 
meals are the best, I grew up knowing that and up to my age now 
I still believe home cooked meals are the best. Most importantly 
she had written her own cooking recipe book. She badly wanted it 
to be published but unfortunately,  she couldn’t get the funds nor 
the publisher.” 
– “I liked this activity because I found a piece of me which I did not 
notice.” 
– “Also, discussion helps as well because then you get to different 
opinions and different beliefs and values and sometimes that 
impacts on you and makes you take a step back and think, really.  
Ok maybe I should twist my beliefs and my values for this, 
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because this is better than what I have been holding onto.  So 
yeah I think also the discussions help as well.” 
 
Lesson 6: Role Play with Balloons 
Aims 
This lesson aims to address and draw connections between several theoretical topics 
covered through the Values and Emotional Intelligence units in the second semester. 
Empowering and disempowering beliefs, Locus of control, Assertiveness and Dealing 
with conflict are topics which are presented discretely and sequentially through the 
student resource notes for these units. This arts based-based activity serves to 
integrate these ideas and shows the connections and inter-relatedness of these topics. 
Role play with balloons is an experiential activity, devised to affirm individual identity 
and allow students to explore personal power dynamics through role play. The activity 
links the theory components of the programme to real experience and provides an 
opportunity to reflect on personal emotions and feelings when doing the role-play. 
Students are encouraged to examine and articulate their feelings through the pair and 
group discussions throughout the activity. 
 
Description 
The short role play workshop, ‘yes/no’ with invested balloon, is developed in two 
stages. The first stage produces an ‘invested’ symbol. The second is an experiential 
role play game that uses the symbol as a prop to explore feelings and dynamics in 
interpersonal relationships. 
Step 1: Balloon as symbolic and invested symbol 
Each student is given a balloon and coloured felt tips. I give the class about twenty 
minutes to ‘inscribe/draw/ decorate their balloon with aspirational visual symbols that 
represent the personal goals and values developed through the units. I motivate the 
student-artists to ritualise the blowing up of their balloon by giving examples of prayer 
offering around the world. This make-believe and symbolic action adds to a 
heightening of the embodied experience. 
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Step 2: The role play  
The group is dived into pairs and each is assigned a “yes” or “no” character. Each 
character can only say that one  word he / she is assigned (i.e. yes or no) in the role 
play relationship. The game is to try to take or keep their balloon from their partner 
using one movement or action at a time while saying only their character word, ‘yes’ 
or ‘no’.  Students are encouraged to notice how they feel, move and speak when in 
this duality with their partner. 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 34: Step 1:  decorate balloon with personal 
symbols, APB campus, 2017 (photograph by author). 
Figure 35: Developing balloon symbols, DFC, 2018 (photograph 
by author). 
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Observations 
Many students take the ritualised blowing of the balloon quite seriously and later when 
in their focus groups spoke about feeling inspired by this.  
The role play activity is playful and energizing. Students are initially quite polite with 
the yes/ no dynamic of the role play and need a bit of encouragement to explore ideas 
of assertiveness and power dynamics. I encourage this by prompting students to 
explore tone and intonation in voice and body language when claiming their own 
balloons or denying their partner their balloon. The lesson gets a bit chaotic and loud 
with students chasing balloons and repeating yes and no statements. Some balloons 
popped and there was much laughter in the room. It can potentially disrupt other 
classes. During one lesson a lecturer from the venue next door came over to see what 
was happening.  She was surprised to find me in the room and said: 
“I thought that they were not having class and took the opportunity to 
have a party.  It sounded like a party, lots of excitement and laughter, 
and the opposite of what they do in normal lecture time”  (2017). 
Participants related identifying with their learning and could relate it to real life and 
understand past experiences better. Through reflecting on feelings evoked through 
the role play students make links to past and present experiences and situations.  
 
Student Feedback 
– ‘I still have my balloon – I keep it next to my bed.” 
– “I told my parent…It was the best lesson ever…” 
– “I got inspired by other people’s goals as well.” 
– “This activity was best for me because we have to write our value 
inside the balloon and then after pray on the balloon. It was the 
best because even now I have the balloon in my room.” 
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Challenges 
Flexibility: the nature of the average academic year is such that plans are sometimes 
de-railed, often due to reasons beyond one’s control (such as power outages and 
evacuations). Sometimes the timing is such that a planned activity falls in a short or 
long session. It is essential to be prepared and ‘roll with the punches.’ Even though I 
had carefully planned each lesson, I found that allowing for the creative flow is 
important. I observed that each class interpreted the activities differently and used the 
materials in different ways. I allowed my own intuition and creativity to guide me in 
each class. For example; in one class I told a story and in another I drummed. I have 
been teaching for long enough to be able to trust this intuition. This flexibility also 
allows me to be learner-centred and respond more readily to dynamics in the room.  
 
Figure 36: Role play with symbol balloon, DFC, 2018 (photograph by 
author). 
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Summary of project 
Six arts based activities were developed and implemented over the 2017 and 2018 
cycles of the project. These activities were developed with the unit outcomes in mind. 
I also consider how these arts based activities would be used to enhance 
understanding of the discrete topics covered in the syllabus and how far they help 
students to prepare for the various assessments in the unit. The art activities were 
intended to show students the multi-layered and interconnected nature of the concepts 
presented through the units. The parts and tasks of each activity were intended to 
provide a time and space for students to ‘dwell’, i.e. unpack, explore, consider, think 
about and reflect. The themes focused on are general and not prescriptive so that 
students can exercise their creative agency to create objects that reflect their unique 
and individual interpretations and perspectives in ways that are indirect and less 
threatening.  
 
Conclusion 
In this chapter I show how I adapt the tenets of CRAE to devise culturally relevant 
integrated arts based lessons to teach the WPP programme. I draw on therapeutic 
arts practice methods to establish a safe environment in which students can explore 
ideas in alternative ways. My aim was to use arts based methods to expand the 
capacity of the classroom to enable students to overcome some of the challenges and 
constraints that limit  participation in the classroom as identified at the beginning of the 
chapter. 
The next chapter focuses on the interpretation of the data generated through the two 
action cycles of the project. I present an analysis of the data and evaluate the evidence 
in terms of the stated objectives of the project. 
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CHAPTER 4: ANALYSING AND INTERPRETING THE 
DATA 
 
Introduction 
This chapter reports on the analysis and interpretation process of the data collected 
through the iterative cycles of the AR project. My interpretation of the data examines 
to what extent a culturally relevant arts based intervention can reduce some of the 
constraints and challenges I have observed in my WPP classroom.  
 
 Action research cycles  
I present the analysis from the first cycle of the project and draw preliminary findings.  
My own observations indicate significant improvements in meeting the challenges I 
had observed before introducing these methods in my teaching; this has been 
supported by analysis of the data.  In the second reflective cycle, I begin with the 
process of looking closely at the data to understand, more clearly, how culturally 
relevant arts based methods make an impact upon the curriculum. Guided by the 
themes established in 2017, I ask the 2018 focus group participants questions aimed 
at focusing on and eliciting more specific references to the questions and issues raised 
in the first cycle. I use Grounded Theory (GT) coding techniques to collate, un-pack 
and examine the data. I include examples of the tables I generate through the process 
which reflects the student voices in identifying and defining the categories and themes 
presented here. Through constantly comparing and connecting the data I attempt to 
distil the complex data into clear and relevant themes which are presented here.  
The participants experience the creative interventions as beneficial in many ways. The 
data suggest that a culturally relevant arts based curriculum has potential to promote 
and achieve a more inclusive pedagogic model for the contemporary South African 
classroom. It is a model that is also particularly suited to the soft skills content of the 
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WPP module. I also include participant feedback in order to highlight and substantiate 
the claims that are summarised in the findings.  
 
Analysis 
I present a summary of the most significant changes identified by participants: this 
highlights the sensitive issues or themes that guide the interpretation of the data. I 
then present a summary of the GT analysis process to show how I reach the outcomes. 
The second cycle corroborates the findings and goes further in developing a more 
nuanced and detailed understanding of the impact of these methods in my classroom. 
Finally, I synthesise and interpret all the data to be presented here to support the 
findings of the arts based intervention.  
 
Monitoring change 
Through my (ten) years of teaching the WPP module I have observed several 
challenges in the classroom. These observations are generated through student 
feedback and my own experiences in teaching and consulting with students in the 
programme.  Table 6 provides a summary of the challenges (barriers and constraints) 
that prompted me to initiate this study: the table reflects the changes that I have 
observed in the WPP classroom as a result of this action research intervention. I have 
observed and borne witness to how the classroom has become a more dynamic and 
engaging space in which students participate and collaborate when using these 
methods. 
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Table 6: Summary of the challenges and changes observed in the classroom 
Challenges 
 
– Students struggle to communicate - especially in English 
– Students generally find Higher Education learning to be intimidating and stressful 
– Few students actively participate or contribute in classes  
– Many students lack confidence or have shy personalities 
– Students struggle to concentrate 
– Podium lecturing is alienating and impersonal 
– Disconnect between theory and application 
– Power dynamics render students constrained, fearful and disempowered 
– Students resentful of extra year and have a negative attitude towards soft skills 
Changes 
 
✓ More opportunity for  (non-verbal) communication – a more enabling modus 
operandi 
✓ The classroom is activated. It is fun and enjoyable  
✓ Builds identity and confidence  
✓ Students bond and support each other more 
✓ All participate and contribute in a variety of indirect ways - even very shy students.  
✓ Stay focused and present 
✓ Learning is more memorable and inspiring  
✓ Substantial and relevant examples are appreciated 
✓ Able to apply concepts and make changes in real life 
✓ Personal interactions and teaching moments 
✓ Students engage more readily – less intimidated or stressed 
✓ Cohort contributes to / shapes the experience - multiple perspectives are provided 
✓ Value WPP learning 
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Most significant change (MSC) 
In cycle one, the focus group participants identify ‘significant changes’ experienced as 
a result of the introduction of the art-based methods in classes. I collate these 
statements and identify commonalities and differences so as to establish three 
categories which serve to identify the sensitive issues that guide my reflections 
throughout the cycles. This grouping also identifies the first categories and concepts 
that begin the constant comparison method of the GT coding process that follows. 
 Participants identify how the arts based methods have a significant impact on: 
• Social relations: The class is an easier place to be in. Students became more 
aware of and more connected with others in the room. This helps build social 
affiliations that are conducive to learning. 
 
• Self-awareness: Arts facilitate deep introspection that builds personal identity 
and confidence, thereby leading to greater self-mastery. 
 
• Learning experience: Arts based approach makes learning more enjoyable and 
relevant. It helps students connect with and deepen their understanding of the 
theoretical topics. 
 
Table 7: Summary of most significant change 
Categories Most significant change  
Impact on social s relations; 
Relations/ships, Group dynamic, 
Empathy 
• More aware of others  
• Interact with classmates 
• Build relationships 
• Work better 
• Learn new things about people and share ideas 
• Know each other better 
• Overcome shyness 
Impact on self-awareness; 
Voice, Self- regulation, Volition 
• More self-aware and emotionally more aware 
• Development of self-identity 
• Know self-better 
• Understand self-better 
• More organised and goal-oriented 
• Builds self esteem 
• Clearer introspection 
• Better self-control 
Impact on learning / classroom 
experience; 
• Fun and relaxing 
• Think deeper about topics 
• Deeper understanding of topics 
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Experience of class is more 
positive 
• Helped bring into lecture - topics relatable 
• Helped contextualise topics 
• Interactive and introspective learning 
• Understand better 
 
 
Grounded theory (GT): Coding analysis 
GT coding techniques are used to organise, unpack and analyse the data. A clear 
picture emerges of the effects of these methods in my classroom through this coding 
process. My interpretations are based directly on the participant students’ feedback.  
 
Open coding 
Through this first stage of coding, I identify twenty-four discrete descriptive codes. 
These codes provide a nuanced and aggregated account of the impact the intervention 
has in the classroom.  The evidence reflects that these methods activate positive and 
welcome changes in the learning environment. The classes are fun and enjoyable, 
which is in contrast to typical past educational experiences. The methods promote 
active participation and whole body learning experiences, thereby resulting in 
improved concentration and memory. Learning in this way helps students think about 
and process their ideas and apply the theoretical concepts in real life. It provides a 
platform to self-identify and self-express and enables flexible communication. These 
methods recognise students’ resource, making learning more representative, relevant 
and applicable in real life. Students feel inspired and motivated. The art work fosters 
positive engagements with others, resulting in better social relationships and peer 
support. Stress is reduced and participants find it easier to participate and contribute 
in this environment. The artwork takes on a significant role and provides a highly 
charged personal symbol. The materials and processes involved offer a more flexible 
means to think and substantiate ideas and to express and communicate these ideas 
in the learning environment. 
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Table 8: GT analysis - open codes 
# Categories  “STUDENT VOICES” 
1 Fun, relaxing and 
enjoyable learning 
experience 
– ...Take a break and learn at the same time 
– Refreshing – wish it could be in all classes 
– Didn’t want to leave  
– Being fun helped us pass 
– Felt free 
– Doesn’t feel like learning 
– Didn’t realise we were learning but wow we learnt! 
2 Better compared to 
other classes 
– Difficult to sit and concentrate for long when just listening and 
looking at teacher 
– Not only pen and paper  
– Thinking compared to doing 
– Usually just attend and don’t think 
– When somebody is just teaching and standing there, usually 
I only focus for about 10 minutes.  Afterwards I start talking, I 
start looking at this and that  
– half of the time you don’t even hear what they are saying, you 
are not even listening and then you walk out of the class not 
even knowing why you were there. You are going to revise it 
in the test   
– Stick to yours and I will stick to mine and  we end up failing 
because we don’t help each other 
3 Arts based learning –
blended and 
dimensional 
modalities/active/whole 
body 
– It makes the class to be lively, to be alive. All those activities 
help us to also engage in class which will prevent us from 
losing focus 
– They are very serious, they are laughing, they are interacting. 
They don’t even realise it themselves that they are busy; they 
are actually focused right now 
4 Improved Memory 
– I can tell you that all those activities I remember them better 
and I remember everything clearly like more than if we only 
read about it. All those activities I still remember them clearly 
– When you have your balloons and stuff, 90% of the time, I am 
going to remember what I did and how I am going to apply it 
because I used something that is like visual and with my 
hands that is very interactive 
5 Positive group 
interactions 
– I liked how you brought us together at some point because 
we would not get on as a class… so you made us like and 
actually bond with each other 
– We interact more knowing that someone else will help you if 
you have a problem 
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– You get different perspectives which makes you aware of 
everything  
6 Improved 
understanding and 
processing 
– It goes in better 
– So, you now understand the thoughts you have.  Are they 
realistic, are they true, should you be having these thoughts?  
It just challenges you in a positive way I think 
– I  take time to process everything  in my head, then I write it 
down.  But once I have done something then written it down 
or made like funny pictures or something, just to make sure 
that I understand or use a diagram-,that is the only way  
 
7 Helping in general 
– Everybody is doing something so it would be easier to 
gravitate towards them and start feeling comfortable and start 
engaging 
– That is where it has helped me because I did not care at first, 
I used to bash everyone in class, like no, shut up.  Now I keep 
quiet.  Now before I bash, I think about how would I feel if 
someone bashed me first 
– Yeah, I used to be a shut downer  
8 Relevant, relatable, 
applicable 
– So, like it opens your mind and gives an explanation on how 
you are feeling, why you are doing this, values, beliefs and 
now you are thinking on now where do I stand as an 
individual. How do I  do this? how do I put this into my life? 
– you actually make people more aware of themselves, how 
they behave, how they affect other people, how you should 
take life in, you know 
– …I have been searching for this knowledge…I want to share 
it with my home boys…. 
9 Integrating theory and 
practice 
– I was able to really put it into use and think about it and apply 
it to my life 
– Sometimes it is a bit  hard to relate it to real life what we are 
talking about and the art that we did sort of broke that barrier 
– Plus, when you just talk about them, it is hard to bring those 
concepts into our lives.  So, like with the art  it is like we are 
reflecting our life and applying what you are teaching.  Then 
the  artwork it  is  like a symbol of that 
10 Improves 
concentration 
– Alive…lively 
– Stay focused 
– Be present 
11 Changed attitudes and 
behaviours 
– It  challenges you to look at things in different perspectives 
– When you realise how you can apply it to your life is when 
you realise how important it is  
12 Thinking tool 
– Expressing those things and writing them down it empowers 
you.  You have thought of them but when you actually get to 
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write them  down it is a different thing. They become more 
real 
– You end up grasping a lot at a moment 
13 Emotional dimension 
– it also brings emotion into the equation. So, it hits home when 
you engage with it 
– It is evoking emotions and stuff it brings about change, 
because you then think about something more than you 
would have usually 
14 Artwork 
– the class was kind of fun that day, so I just decided to keep it 
– So, like with the art, it is like we are reflecting our life and 
applying what you are teaching.  Then the artwork it is like a 
symbol of that. 
– can you believe  I still have my balloon?  I do! My balloon is 
still in my bedroom by my side lamp 
– …even now, I still have the balloon in my room 
15 Introspection 
– I was trying to avoid being honest when I was doing some of 
them, but then I struggled. I thought, let me just be honest… 
– You created an environment where ... like I want to do this 
because it is fun. I want to relate to my thoughts I want to 
bond with myself   
16 Advice given 
– More materials and enough colours 
17 Space in which 
learning occurs 
– it was fun it was not in an environment that was tense or 
negotiated 
– Free zone 
– Allowed to express out our opinions 
18 Teacher/Learner 
relationships 
– the thing that makes us not  quite intimidated is because you 
make us open, you give us room to express ourselves 
– So,  it  made you like a chilled, chilled 
– Approachable 
– When I met with you at Art it makes total sense now … like 
now I understand. Now I fully understand where she is 
coming from 
19 Motivation and Interest 
– But now I was like no in fact I really want to do this, so I took 
my time and finished my assignment last night and finished 
everything.  All my documentation and filing last night! 
– Even the atmosphere in class it changes before WPP and 
after WPP, like it just goes from ‘Oh my God can this end?’ 
to ‘yes let’s do it’. Yes, yes let’s do it., you understand? 
– but now it is like I have to go to WPP maybe she has 
something exciting this time 
– I actually loved the class discussions really between different 
people and then the whole class engaging into that 
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20 Safety/trust 
– It like removes the fear 
– I enjoyed on that day and also reduced my stress 
– When I am happy, I understand better 
21 Inclusive 
– It is different in a way that it accommodates different kinds of 
students and it helps all of us to be able to express ourselves 
in different ways 
– It has taught me to not only think about myself but to think 
about others also understanding that what I do affect those 
around me 
22 Participation in class 
– Everybody is doing something, so it is easier to gravitate 
towards them and start feeling comfortable and start 
engaging 
– I used to feel down whenever I have to participate in class 
because I felt my English was not that good but either way, I 
learnt to feel free talking even when my English is not that 
good, but I know for sure that I’ll be understood 
23 Self-expression 
– I can actually say that it helps you build your own identity - 
– your character  
– You realise that people will acknowledge your presence and it 
somehow builds yourself esteem 
24 Materials and creative 
choices 
– More materials, different types of textures that we can 
actually apply those to what we learn in the book.  Like let’s 
say, I don’t know – values or something. We name different 
colours different values   
 
Focused coding 
Each stage of the coding process re-examines and re-configures the data by 
combining, differentiating and reducing the categories until the data is finally distilled 
into irreducible and salient categories. I show how I contrast, connect, conflate and re-
configure the codes into clearly discernible categories  
Table 9 below represents a summary of the focused coding process which identifies 
three areas of significance for teaching and learning and shows how arts based 
methods make a significant impact in the pedagogic space. Participants identify how 
these methods promote positive learning experiences where the art work fosters 
deeper and more meaningful engagement with the WPP content. Art work promotes 
whole body learning which enhances learning activities such as concentration, 
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processing of information and memory. Art work facilitates and develops student 
capacities for volition, empathy and voice. The art processes and resultant artwork 
become a significant and highly charged personal symbol. 
 
Table 9: GT analysis - focused codes 
1. Teaching and Learning: 
Positive learning experience 
o Fun, relaxing and enjoyable 
learning 
o Compared to other classes 
o Helping 
o Space in which learning occurs 
o Teacher/Learner relationships 
o Safety/trust 
 
Looked forward to classes with arts and did not want to 
leave. Enjoyed the activities, thought about them even 
after class . 
Fun – not scary or intimidating .  
Felt that opinions were valued and felt “free to express”. 
ideas in a non-judgmental “free zone” . 
 
Enhanced learning 
o Arts based learning – active and 
blended modalities 
o Memory 
o Understanding 
o Integrating theory and practice 
o Improves concentration 
o Thinking tool 
 
Enjoyable and active. Engaging and provoking. Arts 
helped to think about the topics and selves in relation to 
the topics. Thought more deeply about topics, even after 
class. Meaningful and honest – “helps to take thoughts 
out of head” and onto something in order to see it - 
critical appraisal. “How do I apply this/twist my beliefs?” 
– able to apply concepts to previous learning and present 
and make changes . 
 
 
Dimensions of/ whole body learning 
o Arts based learning: 
active/blended modalities 
o Emotion 
 
Physical, visceral, experiential – “never forget it” . 
“Emotion takes it to another level” . 
Arts work “induces more parts of the brain” . 
Makes it more relevant and memorable . 
Felt strong emotions – both positive e.g. excited and 
inspired as well as sadder more vulnerable . 
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2. Capacities: 
Volition 
o Motivation and Interest 
o Relevant, relatable, applicable 
 
Activity keeps present and active focus. Personal 
connection in developing personal metaphors and 
investing in image through process. Real and needed 
learning– able to apply in real life . 
Fun and engaging – looking forward to, finding refreshing 
. 
Voice 
o Self-expression 
o Introspection 
o Inclusive 
o Participation in class 
 
Able to express self and ideas easier – “without having to 
talk” .  
Deeper and more powerful . 
Able to make creative choices that are self-affirming. It 
builds confidence . 
Able to express self in different ways – even when shy . 
Empathy 
o Positive group interactions 
o Collaborative 
o Participation in class 
o Mindful and aware of 
self/others in group 
o Building bonds and peer 
support 
Working together and moving around helps get to know 
each other resulting in enhanced peer support. The 
atmosphere is congenial, fun and collaborative rather 
than competitive.  
Students get to know and understand others in the room 
and see different perspectives. This is exciting and 
inspiring. 
Shy students can find easier/different ways to participate 
in class through activity. 
Able to ‘see’ others . 
3. Artwork- symbolic metaphor: 
 
o Power of the image 
o Material /creative choice 
 
Many students kept their images which became a 
powerful symbol and they  attached personal meanings 
to it.  
These were kept in personal places e.g. next to bed and 
in wallet. 
Creative choices – asserting creative agency . 
Self-expression feels empowering and affirming. 
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Selective coding 
Table 10, below, summarises how the categories are re-configured to reflect a more 
integrated and concise understanding and interpretation of the data. This process 
results in clarifying the impact of the arts based intervention and shows how; 
• Culturally relevant arts based learning promotes experiential, active and 
dimensional learning or whole body learning. These methods allow students to 
engage in different and indirect ways which are preferable to traditional lecturing 
methods.  
• The classroom is a more democratic space. Art work facilitates and eases social 
relationship resulting in more positive and congenial class dynamics. Stress is 
significantly reduced. Students find more ways to contribute and participate in the 
classroom. This approach also helps bridge the distance between teacher and 
learner. 
• Art work is a powerful agent for change. The artwork itself is a significant visual 
symbol. The artwork is invested with highly personal metaphors that represent the 
makers / artists. It acts as tool to think about and articulate ideas.  
 
Table 10: GT analysis - selective codes 
 Selective Coding: 
Arts based learning Active and 
blended/dimensional 
modalities 
– Whole body learning – activities and opportunities to 
engage with material in various ways. Helps to “stay 
present”. Visceral links to understanding, 
internalising and articulating ideas. Enjoyable – fun 
and sociable, it develops a more supportive, trusting 
and congenial classroom that enables indirect and 
gentle entry points to topics. 
– Enjoyed, fun – deeper meaning- made students 
interested and want to participate. 
– All struggle to just sit and listen and take in theory – 
art is fun and interesting and memorable – also 
enables ability to process theory. 
– Helped with thinking about and remembering 
lessons/topics. 
104 
 
Democratising 
learning  
Relationships 
Students feel empowered and safer to contribute and 
participate in the classroom. 
Representation in material (and greater control over 
interpretation) – relevant, affirming and empowering. 
Agency and choice enhanced in how, what, when 
communication occurs. 
Reduced fear and anxiety. 
 
Artwork Symbolic 
metaphor/object 
Sentimental and invested – many kept their images long 
after – next to bed or in wallet. 
Artwork mediates -Transitional space/ or object. 
 
 
 
Interpretation and findings 
Introduction 
In the reflective phase of cycle one, I use community development tools to evaluate 
change and to identify sensitive issues. Through this ground-up approach, these 
issues can be further conceptualised through a detailed GT coding analysis of the 
focused feedback. These processes lead to the distillation of the data into three 
discrete but interacting themes which are presented as the findings. 
My interpretation of the findings reflects on how artwork is a significant agent of change 
in the WPP curriculum. Culturally relevant arts based methods impact positively on the 
teaching and learning of the WPP module. They promote pedagogic arrangements in 
class that dislodge the traditional power structures and enable more democratic and 
supportive social relations. These methods also promote learning abilities such as 
concentration, understanding and memory.  They recognise and acknowledge 
students’ resources and agency and help to build capacities for volition, voice and 
empathy. These qualities in turn contribute to overcoming many of the challenges 
identified in this study. 
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Findings 
The findings of this study are presented via  themes. I have included images and direct 
quotations transcribed from the participants’ own voices with my discussion of each 
theme in order to illustrate and substantiate these findings.  
The following themes are identified as reflecting the impact of the arts based 
interventions: 
1. Enhanced teaching and learning. 
2. Enhanced student capacities: 
- Volition 
- Voice (and visibility) 
- Empathy 
3. Artwork is a significant change agent. 
 
Enhanced teaching and learning 
Arts based methods have a positive impact on cognitive, as well as the social aspects 
of teaching and learning.   
Traditional compared to arts based approaches: Students struggle when having to sit 
still for long periods of time. The WPP periods are about two hours or three hours long. 
Students sit like this in all their other modules each day. All the respondents agreed 
that they find this difficult and don’t really concentrate or remember well.  
– “Difficult to sit and concentrate for long just listening and looking at the 
teacher.” 
– “We usually just attend and don’t think.” 
– “When somebody is just teaching and standing there usually, I only 
focus for about 10 minutes.  Afterwards I start talking, I start looking at 
this and that.”   
– “…half of the time you don’t even hear what they are saying, you are 
not even listening and then you walk out of the class not even knowing 
why you were there. You are going to revise it in the test.”   
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The arts based activities help students stay alert, focused and engaged. The activity 
is found to be interesting and hence both concentration and memory improve.  
– “It makes the class to be lively, to be alive.”  
– “All those activities help us to also engage in class which will prevent 
us from losing focus.” 
–  “They are very serious, they are laughing, they are interacting.  They 
don’t even realise it themselves that they are busy - they are actually 
focused right now.” 
 
Confidence to participate meaningfully: Students’ comment on how traditional classes 
usually feel scary and intimidating. Students find it difficult to ask questions due to 
these fears and report feeling isolated in their learning experiences. I observed on 
each occasion how arts based activities broke that barrier. The activities are active, 
fun and collaborative.  
Traditional methods: 
– “…because now when you come to that class you feel intimidated.  
You feel like the things you are going to say are stupid. The 
pressure too!  You even feel that the lecturer is judging you 
because when you ask something, and it is being repeated all the 
time you just can’t understand it.” 
 
– “You will find that the minority are the ones that are actually always 
following.  The majority of us are always waiting on the side 
saying, “what is happening?”, we are pretending to understand.”  
 
– “…usually its stick to your lane and I will stick to mine and we end 
up failing because we don’t help each other.” 
 
Arts based methods:   
– “It moves away from the traditional lecturing and actually brings joy; it also 
helps you remember what you did in class.” 
– “It like removes the fear…it’s more of a free zone.”  
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– Everyone is able to interact and become part of the lesson and 
also talk to people outside their circles.” 
– “Everybody is doing something, so it is easier to gravitate towards 
them and start feeling comfortable and start engaging.” 
 
Students felt more relaxed and felt that I was more accessible. They “got” me. It 
reduced fears. Participants find that classes are collaborative rather than competitive 
as in other classes. These activities get students out of their chairs and social cliques 
and students enjoy getting to know and ‘see’ others. The class is more sociable.  
My observations of seeing animation and smiles in the room are gratifying and 
encouraging. My own experience of teaching and learning becomes a more joyful 
experience too and I notice myself feeling more inspired and enthusiastic. Each class 
is interesting and unique even though I have repeated the lesson with each of my 
classes. 
– “Everyone is laughing and smiling so it’s easier to participate.” 
– “It was fun - it was not in an environment that was tense or 
negotiated.” 
– “Even the atmosphere in class is different. It changes before WPP 
and after WPP, like it just goes from “Oh my God can this end? to 
‘yes let’s do it. Yes, yes let’s do it!’, you understand? ” 
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Figure 38: An arts based classroom, DFC, 2017 
(photograph by author). 
Figure 37: A lecture-based classroom,  DFC, 2018 (photograph by author). 
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Motivation and Effort: Arts based activities introduce an element of play and classes 
are enjoyable and engaging. The respondents all agreed that they have fun and looked 
forward to coming to class. Participants reported feeling more motivated to do the 
written assignments and prepare for assessments. Regular lectures are boring – 
“teacher gives, and we take”. Active doing and making creative choices are preferable. 
Creativity feels empowering and students feel, enjoy and even demand their own 
agency in making and responding to art. 
– “Expressing those things and writing them down it empowers you.  
You have thought of them but when you actually get to write them  
down it is a different thing. They become more real. ” 
– “You end up grasping a lot at a moment.” 
– “But now I was like no, in fact I really want to do this - so I took my 
time and finished my assignment last night and finished everything.”  
 
Visual thinking, concentration and memory: The art process and art objects provide 
tools for students to think more deeply about the topics and remember them more. 
The activities are provocative, and participants report thinking about the topics even 
after the class.  
– “It goes in better.” 
– “I was able to really put it into use and think about it and apply it to 
my life.” 
– “Sometimes it is a bit hard to relate it to real life what we are talking 
about and the Art that we did sort of broke that barrier.” 
– “So, you now understand the thoughts you have.  Are they realistic, 
are they true, should you be having these thoughts?  It just 
challenges you in a positive way I think.” 
 
Working in this way, with the topics covered in the units, creates opportunities to delve 
deeper. Art work stimulates emotional responses which make the experience more 
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meaningful. The emotional dimension of the activities makes the learning experience 
especially memorable. 
– “…it also brings emotion into the equation. So, it hits home when you 
engage with it.” 
– “It is evoking emotions and stuff - it brings about change, because you 
then think about something more than you would have usually.”   
– “I can tell you that all those activities I remember them better and I 
remember everything clearly like more than if we only of read about it. 
All those activities I still remember them clearly!” 
 
Figure 39:  Collaborative work, DFC, 
2018 (photograph by author). 
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Enhanced student capacities 
Walker (2010:9) foregrounds relationships and contexts as enhancing potential for 
achieving capabilities or “functionings”. Arts based approaches enable a context in 
which this can happen. 
Volition 
All participants agreed that the arts based activities were enjoyable and that this made 
the students more interested and willing to engage with the topics. Students are 
inspired to attend classes more regularly and feel excited to learn. Respondents 
reported looking forward to classes and thought about them afterwards. The activities 
helped students to make connections between the theory presented in the units and 
practical applications. Respondents reported how the activities helped them to think 
about the topics in a more realistic and deeper way. Students were able to apply the 
concepts to their own lives. Many felt inspired by their learning and felt able to 
implement meaningful changes to their lives following their engagements with the 
activities. Students reported how the class activities lead them to more authentic and 
considered responses in their written reflective exercises for their portfolios. All the 
respondents report that they feel excited and inspired by this way of learning. One 
participant reported how she found one of the arts-lessons as the “best ever” learning 
experience she had in her life, while another participant felt inspired to share his 
learning with others from his rural community back home. The participants spent some 
time imaging and discussing how arts based methods could be adapted to their other 
subjects such as physics and chemistry. 
Participants noted a more congenial and supportive atmosphere in the classes during 
and after classes. Students felt more eager and willing to participate in the classes. All 
the respondents noted how their attitude towards learning had changed significantly 
compared to their perceptions at the beginning of the year and reported that they have 
found the WPP module to be valuable and relevant. 
– “For me, art has made it really nice.  I am able to come to class.”   
 
– “Whenever there is art classes I look forward to coming to class” 
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– “…but now it is like I have to go to WPP - maybe she has 
something exciting this time.”  
 
– “…but now I was like no in fact I really want to do this, so I took 
my time and finished my assignment last night and finished 
everything.  My documentation and filing last night.”  
 
– “Yeah, I used to be a shut-downer.”  
– “I actually loved the class discussions really between different 
people and then the whole class engaging into that.”    
                                                           
– “I love WPP the most because I have learnt other things that I 
didn’t know and also, we have fun that makes me to feel happy to 
be in the class of WPP.”  
 
Voice/Visibility  
This refers to a student’s ability to be assertive and able to contribute actively to the 
learning process. Students feel proud of and confident in their ideas and also feel 
comfortable about expressing these ideas. Students are able to ‘hear’ and ‘see’ others 
Figure 40: Engaged participation, DFC, 2017 
(photograph by author). 
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and express their individuality even if different or contrary to mainstream expectations. 
According to Stone Hanley (2013) voice is an essential component of empowerment - 
and is achieved through positive identity development. 
 
 
 
 
 
 
 
 
 
Figure 42: Opportunities to articulate ideas, 
DFC, 2018 (photograph by author). 
Figure 41: Voice and visibility, DFC, 2018 (photograph by author). 
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The participants enjoy communicating in more flexible ways and find this to be less 
intimidating. This is an indirect and non-threatening way to assert their ideas and 
participate in the classroom.  Participants found it easier to talk to their peers. 
Art methods provide a more welcoming and inviting environment where students feel 
less judged and enjoy asserting their individuality. Students are proud of their art 
products. Shy students find it easier to participate and contribute in these alternative 
ways. Participants also noted how the activities helped them notice other people in the 
room that they had not noticed before: they related how their own and others 
confidence was enhanced through the activities. 
Visual thinking aids self-reflection. Participants noted how the art processes helped to 
think more deeply and to reflect in a real and more meaningful way. Such 
engagements helped to substantiate complex thoughts while the symbolic metaphor 
activity helped to enable personalised interpretations of the topics covered in the unit 
and thus contribute to writing the reflective exercises. 
Participants welcome the variety of expressive possibilities that arts can bring to the 
classroom: and related their enjoyment when creating their own artworks and seeing 
in others their interpretations and the spectrum of perspectives to the art outcomes 
and topics covered.  
Each image is unique. More information is available and shared about the maker than 
would ever be offered in a traditional classroom setting. This contributes to developing 
empathy and a better understanding of others.  
The classroom is capacious, enabling greater freedoms and choice in what and how 
to communicate. There is greater autonomy in terms of how students can self-identify 
and represent themselves in the room. How one chooses to express themselves 
becomes more personal.  
– “…through art it is easier to express myself without having to 
explain verbally.” 
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– “I can actually say that it helps you build your own identity - your 
own character.” 
 
– “You realise that people will acknowledge your presence and it 
somehow builds your self-esteem.” 
 
– “I am a shy person but due to the art class I can voice myself and 
I am over that I am shy, because the atmosphere allows me to.” 
 
– “You made us feel like it was ok to voice out.”  
 
– “You created an environment where like I want to do this because 
it is fun.  I want to relate to my thoughts; I want to bond with 
myself.”   
 
Empathy 
The characteristics associated with empathy include the ability to work well with 
others; to be inclusive, non-judgmental and accommodating; to share in productive 
collaboration; to show care and compassion, and to be supportive, trusting and 
mutually respectful.   
Arts based activities were instrumental in building bonds between students and 
positively influencing the dynamics of the group as a whole. 
Figure 43: Expressive interpretation of material, DFC, 2018 
(photograph by author). 
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The collaborative and non-competitive environment and activities enable students to 
get to know each other better. The activities encourage students to talk and work with 
others in the room. Students can assert themselves in alternative ways in the room. 
This helps them to get to know others in the room better and make friends and 
alliances. This also helps develop a stronger peer support base where participants 
find it easier to ask for and give support to their peers.  
Students enjoy getting to know and see different aspects of others in the room. 
Participants noticed how people who usually do not participate in class were able to 
show and share themselves. This develops understanding and deeper respect for 
each other. Many participants noted being positively influenced by others in the group. 
– “Everyone is able to interact and become part of the lesson and 
also talk to people outside their circles.” 
– “Like we would have several topics, discussions, arguments while 
we never had that but now you made us open and voice out our 
opinions even if it was different but you made us talk, you kept us 
on the  go of talking and talking and sometimes we would not want 
it to end because the discussion would still want to be right and 
still want to be wrong but we would still laugh at each other, with 
each other.” 
– “You are learning everyday peoples’ views, you come to class 
where people have different views and it is like wow, I actually 
never thought of it that way.   So, you get different perspectives  
which makes you aware of everything.” 
 
Art is a significant change agent: The centrality of art and art as catalyst 
Many of the participants indicated that they had kept the artworks they had made. 
Participants feel very proud and sentimental about their artworks and have attached 
highly charged personal meanings to these objects. Many participants reveal they still 
have their artwork and keep it (e.g. next to bed, or in a wallet) for its symbolic value. 
These objects hold a particular meaning for each maker and become a physical 
reminder of their thoughts and experience. Creative arts therapies have long 
recognised the power of the invested symbol (Schaverien 1991; Case & Dalley 1990; 
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Fromm 1951). The investments in the art object occur as the makers ascribe meaning 
to their symbol. The art object becomes a metaphor that can capture the complex 
dimensions of the experience. It can trigger memory. Arts based methods recognise 
the expressive potential of the material for providing greater freedoms with which to 
interpret and express ideas.  
Art work provides time and space to unpack and process theory. The art helps 
visualise thoughts and provides a tangible outcome that provides focus for analysis 
and reflection. The art work also acts as a substantial representation of the art maker. 
– “I still have that. I still think about it like yes”. 
 
– “It reminds me of that wire project we have.  It is also still hanging in my room 
because like all the values because I made a cross.” 
 
– “I still have that. I still think of it, it is like remember what you are here for; you 
know remember who you are doing this for. This is for you and it just motivates 
you, it just motivates you.” 
Figure 44: Personal expression. DFC, 2018 (photograph 
by author). 
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Figure 45 below is helpful in simplifying and conceptually visualising the data as 
interrelated categories, each exerting influence and impacting on another.  The 
process results in establishing the notions of the centrality of art work.  
Art work is a nexus point and catalyst and acts as a significant enabling agent that 
sets a range of capacities in motion in the classroom.  
 
 
 
 
 
 
 
 
Figure 45: Art is a central catalyst diagram, 2018. (diagram by author). 
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Self-identity and choice  
All the participants noted the importance of creative choices in developing agency and 
self-identity. The broad nature of the creative brief allows for this autonomy and 
participants enjoyed using materials and metaphors to express themselves in their 
own ways. The activity was found to be interesting and affirming.  
 
Figure 46: Self-reflection,  DFC, 2018 (photograph by author). 
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Table 11 below illustrates the kind of positive impact that artwork brings to teaching 
and learning as described in these findings. Culturally relevant arts based methods 
promote engaged learning and foster positive experiences in the classroom. Artwork 
also aids the development of student capacity for volition, voice and empathy. 
Culturally relevant arts based methods facilitate multimodal learning and alternative 
modes of communication in the classroom, thereby allowing for greater access and 
participation for a diverse mix of students. These methods provide tools and alternative 
means for students to think about and process the concepts covered in the units. 
Artwork provides relevant and concrete examples with which to reflect on the theory 
and integrate into real life. It makes it easier to stay focused in the classroom and the 
learning is more memorable. Using these methods, students find learning to be more 
relevant and interesting and feel more involved and represented in their learning. 
These attributes reduce some of the alienating factors experienced in more traditional 
pedagogic spaces and promote positive classroom experiences that are engaging and 
empowering. Arts based methods provide alternative modes for communication and 
Figure 47: Creative expression, 
DFC, 2018 (photograph by 
author). 
Figure 48: Developing a personal 
symbol, DFC, 2018 (photograph 
by author). 
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interaction and therefore make it easier for students to actively participate in the 
learning process. Arts based approaches promote positive social relationships which 
reflect a more democratic value system for both peer and teacher-learner 
relationships. The methods promote conditions for more flexible, indirect and less 
threatening interactions that engender greater participation and provide opportunities 
for students to exercise personal volition and agency. These methods can also 
promote deep introspection and self-expression and encourage empathy through 
understanding and collaboration. Culturally relevant arts based methods constitute a 
powerful agent for change in the classroom and can act as a catalyst for significant 
transformation. 
Table 11: Summary of findings 
 
Culturally relevant arts based 
learning 
 
Multimodal 
Relevant, interesting 
Thinking tool 
Understanding 
Integrating/processing theory and 
practice 
Concentration 
Memory 
Participation 
 
 
Positive classroom experiences 
 
Compared to traditional- constraints 
Democratised -Teacher/learner 
relationship 
Safety + trust 
Positive group interaction 
Participation 
 
Art work 
 
 
Capacities 
 
 
Volition 
Motivation and interest 
Relevant and applicable 
 
 
Voice 
Introspection 
Self-expression 
Materials and creative 
choice 
 
 
Empathy 
Positive class experiences 
Peer support 
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Conclusion 
In this chapter I presented the analysis of the data through the project cycles. The 
combination of the methods of analysis provides a detailed picture enabling an in-
depth understanding and interpretation of the project. The analysis resulted in findings 
that were consistent with my own observations and journal notes throughout the 
process. The findings were presented as themes and show that a culturally relevant 
arts based pedagogy can reduce some of the constraints experienced in the 
classroom. Creative methods to teach and learn also foster the development of 
capacities such as voice, volition and empathy. 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 49: Nonverbal communication, DFC, 2018. 
(photograph by author).  
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CHAPTER 5: CONCLUSIONS AND WAY FORWARD 
 
This study set out to examine how arts based methods could be integrated into the 
WPP learning programme, first, to shift the teacher-learner relationship and second, 
to empower learners to achieve greater capacity for agency and volitional learning 
through promoting opportunities for representation and voice and willingness to work 
in collaboration and with empathy with each other. 
This dissertation comprises five chapters. I introduce the problem statement, research 
question and the context of the inquiry. I describe my study as located at the University 
of Johannesburg in the Access Department where I teach the Workplace Preparation 
(WPP) module. My classroom reflects the diversity of the multilingual, multicultural 
nature of many contemporary Higher Education first year university classrooms in  
South Africa. I identify several challenges experienced by myself and my students in 
the teaching and learning of this foundational programme and propose a project to 
address these challenges.  
In chapter 1 I discuss the relevant theory and literature that contribute to this inquiry.  
I am influenced by Freire who argues against the traditional transmission modes in 
pedagogy and motivates for the democratisation of education and the empowerment 
of students. These ideas are also influenced by a capability approach (Calitz 2015; 
Walker 2010; Walker & Unterhalter 2007; Sen 2005) which evaluates empowerment 
in a nuanced way and argues for the enhancement of opportunities in order to facilitate 
achievement. Arts based methods provide these opportunities by expanding the 
modes for communication, cognition and participation in the classroom. Chapter 2 
provides a discussion of the Action Research (AR) approach used for the study. I 
explain the methodology and methods used to generate, analyse and interpret the 
data collected through the project cycles. In chapter 3 I present an overview of the 
implementation of the project. I discuss each arts based lesson in detail, describing 
the activities and presenting my own observations, as well as discussing student 
reflections on each integrated arts based lesson. In chapter 4 I analyse and interpret 
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the data. I present a detailed account of the overall impact of these methods from the 
participants’ points of view in order to illustrate and substantiate the findings which are 
presented as themes which reflect how arts is a central catalyst, creating conditions in 
the classroom for inclusive and democratic learning experiences. In this concluding, 
5th chapter, I provide a summary of the findings of this study and consider the 
implications, opportunities and challenges of integrating arts based methods into the 
WPP curriculum.  
 
Summary 
The capability approach foregrounds the “basic heterogeneity of human beings as a 
fundamental aspect of educational equality” (Walker 2010:9) and identifies agency and 
empowerment as essential components of transformational pedagogy (Calitz 2015; 
Walker 2005, 2010). Calitz re-centres the classroom as an opportunity to “create 
conditions that can enable participation and feelings of belonging” (2015:192).  
Freire (2005; 2000) rejects the autocratic nature of the traditional educational 
paradigm. This style of teaching and learning is increasingly untenable and out of sync 
in today’s world. First-year students, in particular, feel intimidated and anxious in these 
environments. Anxiety creates a barrier to learning. It stultifies curiosity which limits 
participation, and forces learners towards the pursuit of marks rather than a pursuit of 
knowledge (Mann 2008:129; Sen 2005:12). Participants in this study reported how the 
arts based class activities alleviated their fears and anxiety and made the learning 
more accessible and welcoming. Arts based approaches promote affiliations  between 
students and lecturers as well as between peers. 
Culturally relevant arts based methods enable a humanising of the roles of both the 
teacher and the learner by bringing them closer and dislodging the levels of power 
dynamics between them. My own practice as an educator has been enhanced via 
these methods. My students reported how they have found me more accessible and 
trustworthy. Arts based methods are non-threatening, indirect and playful and 
participants feel safer expressing their views in the arts based classroom. My role 
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shifts to that of a facilitator and classes become more flexible and dynamic. This 
facilitates student contribution and enables student’s greater autonomy in shaping 
their classroom experiences. 
Freire (2000, 2005) argues that the transmission methods of the past tend to quash 
curiosity; this I interpret as a stifling of the desire and motivation to learn in trust. This 
capacity is about a willingness to enter into a reciprocal teaching and learning 
relationship. It relies on the kind of inspiration within a learner that is internally driven. 
It is sensitive to barriers. When students experience negative feelings in the classroom 
– whether they are conscious of them or not – they tend to shut down or act out (Stone 
Hanley 2013; Bozalek et al. 2011; Mann 2008; Freire 2005). On the other hand, when 
motivated, students are open to giving and receiving and are therefore able to engage 
more fully. I observe earnest and joyful student participation and contributions in the 
lessons as evidence of this capacity to engage positively. 
Eisner (2002), and many others, highlights the usefulness of the arts as a thinking and 
learning tool. Participants find it easier to access and think about the ideas, to 
communicate these ideas and to remember the relevant concepts. Arts based 
methods serve to distribute access to knowledge by learning in different ways. 
Integrating culturally relevant arts based methods recognise student capability and 
promotes participation in the classroom. The participants in this study found the arts 
based activities enjoyable and engaging and were therefore motivated to participate. 
Participants who identify as shy seem to find the activities less stressful than they do 
more traditional modes of learning. Stone Hanley (2013) contends that in an arts 
based paradigm (CRAE) the art making process enables distillation of personal voice. 
It provides a platform for voice and creative choices instil feelings of agency and 
empowerment. The artworks produced are a symbol of this.  
Increasingly educators are encouraged to expand the conceptualisation of 
decolonisation in higher education and construct curricula that are “ever respectful of 
the irreducible plurality of human opinion” (Ballim 2018:143) and which expose 
students to “as many ways of knowing as possible” (Ballim 2018:136). My own 
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research findings from this project support the notion of access to multiple ways of 
knowing and demonstrate how culturally relevant arts based methods embrace ‘other 
ways of knowing’: moreover, they bring a positive impact to the curriculum by 
influencing and promoting a more democratic and equitable pedagogy. All-in-all then 
arts based methods offer opportunities to renegotiate pedagogic relationships and to 
embrace more democratic modes of teaching and learning. This arts based approach 
helps students to self-identify and assert their identities in a safe and non-judgmental 
environment. In addition, arts based methods introduce a more flexible and less 
threatening way to teach and learn which can be especially useful in a heterogeneous 
context. Arts help to integrate WPP learning content, as well as to contribute positively 
to other aspects of class dynamics, such as group cohesion and increased motivation.  
Arts based methods have immense potential to reduce some of the challenges of the 
contemporary classroom. These methods are well suited to the self-reflective aspect 
of the soft skills programme offered in the WPP module. The artwork can offer a 
powerful personal symbol that activates and mediates many intra- and inter-personal 
processes and acts as a key agent for transforming to a more democratic and 
reciprocal experience of learning and teaching in Higher Education. 
 
Reflection on practice 
Overall, and to summarise some of my findings explored previously, I have found that 
the introduction of visual methods through arts based activities in my teaching has 
been immensely beneficial to my practice. I notice how visual methods, being non-
linear, allow me to draw together and correlate multiple theoretical concepts at the 
same time. This approach helps to integrate the theoretical concepts that are 
presented in a linear form in the students’ study notes. The students readily engage in 
the arts activities and put effort and energy into making art objects, thereby creating 
very ‘invested’ images. These personalised artworks can provide a tangible and 
relevant reference point for learners and for myself, as a lecturer, to find meaningful 
examples with which to consider, illustrate and examine the theory of our topics. I 
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observe how more engaged my students have become and how even quiet students 
participate and contribute more actively in the class. The art process work and the 
artwork itself avail students with opportunities to talk and share their ideas by providing 
an easier and indirect way to communicate and participate. The arts based class 
activities are fun and enjoyable, often requiring students to work collaboratively; this 
has made a noticeable positive impact on group dynamics. It helps ease the social 
dynamics and builds supportive relationships between students. The environment 
becomes less rigid. As a facilitator,  I move more freely amongst my students rather 
than remain constrained by the podium and desks. Students are more able to engage 
me and often call me over specifically to talk about their images and ideas. This allows 
for more personalised teaching and activates many personalised ‘teaching moments’ 
with individuals in the room. As a lecturer I feel more inspired and energised by using 
these methods. It allows me to be more spontaneous, creative and responsive in the 
room. I notice how each class takes the same brief and interprets it differently. This 
demonstrates how students are empowered, through the creative process, to not only 
contribute to - but even to shape the lesson. I become more of a resource and a holder 
of space rather than didactic. Each lesson that introduces arts based methods is alive 
and dynamic. Feedback from participants is overwhelmingly positive and my 
classroom is a more joyful space for my students and for me.  
 
Challenges 
In using these methods in my teaching practice, I did encounter some logistical 
challenges, such as with transporting the materials for the activities to each of my 
classes. Hence, during the cycles of the project I developed the ‘portable studio’ which, 
while functional, does limit the amount of materials available to what can be carried. 
This in turn limits the range of expressive possibilities or resources available in the 
room.  
Some of the classes are in venues with movable desks which allow some flexibility in 
how students use the space. Some of the classes, however, have built-in benches. 
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These places are difficult to move around in and are not really suited to active and 
collaborative learning. The environment in which learning takes places is an essential 
element of pedagogy and must be re-imagined, along with curriculum development. 
Dedicated spaces or suitable classrooms for using arts based methods would be more 
ideal. 
 
Opportunities 
For this study, I introduced the activities as add-ons to my teaching and squeezed 
these activities in between the activities in the formal programme. To truly integrate 
the arts based intervention in the curriculum, and this is an area for further study, one 
would need to adapt and incorporate these activities in the formal programme and in 
the learning materials and student resources developed for the programme. The WPP 
department reviews and revises the programme annually and has indicated a 
willingness to consider these activities in the planning for the 2020 year. This also 
opens avenues to the introduction of further cycles and offers a possible research 
focus area for exploring how these arts based-based interventions can be utilised and 
integrated into the assessment practices of the programme. 
Through sharing my practice, my WPP colleagues have become interested and 
inspired to adapt these methods in their own teaching practices. The activities are 
devised to address various aims and outcomes in the curriculum. I present each 
lesson with clear plans and descriptions so that other lecturers can understand and 
also use (or adapt) these methods and materials in their own classrooms. Even 
though, I have arts experience which informs my understanding of the materiality of 
these methods and of the stance with which I approach the work, as discussed in 
chapter three, the interventions are suitable for transferability. When using these 
lesson plans and working in this way, I would encourage educators to personally 
explore the nature of embodied and experiential learning, as well as forms of non-
verbal communication, in order to deepen and expand their own practice in terms of 
integrating arts based teaching and learning into their own programmes. The adoption 
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of these methods can also serve to empower lecturers to tap their own cultural identity, 
creativity and imagination when teaching this module. 
 
Implications 
Introducing an arts based curriculum has budget and time implications for the 
programme. The materials used in the delivery of these lessons in my own teaching 
programme has been funded through a partial bursary I received through the NRF that 
supported my class materials. In devising the lessons for the intervention, I was 
conscious of budget constraints and therefore I have been utilising found objects and 
re-purposed waste materials as much as possible. This requires on-going collection 
of material in order to develop a range of shapes, textures, colours and found 
materials. to be used in the classroom.  I have also used materials that are inexpensive 
and easily procured. Procurement of the art supplies used for these teaching methods 
would need to be considered in budget planning.  
This study has resulted in the following specific outcomes, among others: 
• My own improved practice: My classroom practice is now broader and more 
flexible and is also more responsive to the needs of my first year students. 
• An arts based model for teaching and learning soft skills in the Workplace 
Preparation Module that addresses some of the classroom challenges faced by 
first-year students.   
• A curriculum intervention: Six arts based lesson plans (included as appendix 
H). The lesson plans serve as a teaching resource and can be applied and 
adapted by lecturers in the WPP department. 
Conclusion 
I contend that this project has initiated a process that addresses the challenge to re-
imagine a pedagogy in alignment with contemporary contexts and which reflects the 
diversity of the contemporary classroom. Introducing arts based methods into the WPP 
curricula opens the space to allow for this re-imagining. Integrating arts based 
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approaches in curricula offers a way to transform educational practice aligned with 
social justice agendas by opening the space for more humanising relationships in 
education. This approach also facilitates flexible modes of communication that can 
accommodate and affirm the diverse student cohort.  
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Appendix C: Student consent template and example 
Example of consent form for all students: 
MTech Fine Arts research project: Amalia Beagle 
I am conducting research for my MTech Research report. The title of the research is: Creative 
interventions: An integrated arts pedagogical approach in the Workplace Preparation classroom 
The research study will be published as a requirement of the degree. 
I will be applying new creative techniques to be used in my classroom as part of ways of teaching and 
learning for the WPP curriculum. As a soft- skills based module I hope to create a variety of 
opportunities and ways to think about and reflect on the elements of the course material. The 
interventions are designed to bring creativity into the learning environment in order to make the 
content more interesting, relevant and fun to engage with. 
This is a study on ways of teaching and learning in the access first year context whereby arts methods 
and materials are introduced into the classroom as an added learning tool/ medium for engaging in 
the classroom and with the material / content in the curriculum. The project seeks to test whether 
arts interventions in the classroom can render a more relaxed, democratic mode of learning that 
enables each student to engage in a more meaningful way with the work. This does not replace the 
formal assessment exercises in the modules. 
What 
I will introduce a variety of artistic methods such as photography, jewellery making, poetry, drama 
and music as modes to explore the WPP content in our classroom activity time. I will supply all art 
materials and there is no cost to you. The products of your artistic enterprises will never be assessed 
nor will they bear any mark value. Everything you make belongs to you although with your permission 
I will take photographs as documentation for the study. 
At the end of each lesson I will ask for written evaluations and feedback regarding your experiences 
of the lesson. This is voluntary and you will not use your name. The feedback questions will only take 
a few minutes to complete. This feedback will form part of the data to be considered in the study. And 
will be published. Your name will not be used in the report. Any document of you or your work will be 
brought before you for specific permission before being published. 
Why 
I would like to make the first-year extended classroom a more interesting and creative space that feels 
safer for students to consider and express their ideas and experiences in grappling with the WPP 
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content. I propose in this study that using arts based processes provide more avenues for self- 
expression and will build greater confidence in participants. 
How 
I will add art making to our classroom experience. I will document this in various ways i.e., personal 
observations, photographs/recordings, I will convene a volunteer focus group who are willing to 
discuss their experience of this way of learning in a more focused and detailed way. 
 
1 The nature of the project has been explained to me and I understand its impact on 
me. 
 
Y    N 
2 I understand that this project will not affect my marks or assessments 
 
Y N 
3 I understand that my art products may be documented to be used for the purposes 
of this study (only)and that I give informed consent for this 
 
Y N 
4 I am aware that I can change my consent at any stage of this research 
 
Y N 
5 I would like to volunteer to participate in the focus group for this study 
 
Y N 
Name of participant …………. 
Signed ……………….. 
Date …………………….. 
Witnessed……………… 
I can be contacted with any issue:  
Office 232 JOR DFC 
amaliab@uj.ac.za 
Or my supervisor of this study can be contacted: 
Kim Berman, Associate Professor Visual Art, FADA, kimb@uj.ac.za 
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b. Example of completed consent form: 
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Appendix D: Focus group consent template and example 
Example of consent form template 
Research Title:  
Creative interventions: An integrated-arts pedagogical approach in the Workplace Preparation classroom of the 
Extended Access programme at UJ 
Investigator: Amalia Beagle 
                          Student Number: 808619883 
 
 
The project: I will be introducing arts into our class room as a way of teaching the WPP curriculum content. I am 
testing ways in which the arts are a useful way to teach and learn. I would value your contributions in assessing 
whether arts methodologies have enhanced your learning experience and your capacities for a) voice, b) 
volitional learning, and c) empathy in this context 
 
The focus group: The purpose of the focus group is to get greater insight into your thoughts and feelings about 
the classroom experiences of using arts.  
We will meet as an informal discussion group for approximately 1 hour at a time that is convenient for all 
members. I will also ask you for written feedback about the programme. 
 
Consent:  
No names will be used (although I will collect biographical information for presenting each case). 
I will record our discussions to ensure accuracy in transcribing for the research. 
 
This agreement can be amended at any time during the research process or before final publication 
 
I can be contacted with any issue: 
Office 232 JOR DFC 
amaliab@uj.ac.za 
Or my supervisor of this study can be contacted: 
Kim Berman, Associate Professor Visual Art, FADA 
kimb@uj.ac.za 
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1 The nature of the project has been explained to me and I understand its impact on me. Y  N 
2 I understand that this project will not affect my marks or assessments Y  N 
3 I understand that my contributions to the focus group will be documented to be used for 
the purposes of this study (only) and that I give informed consent for this 
Y  N 
4 I am aware that I can change my consent at any stage of this research Y  N 
 
 
Name of participant …………………………………………………………………………………………… 
 
Student Number ………………………………………………………………………….………………….. 
 
Cell phone ……………………………………………………………………………………………………….. 
 
Email …………………………………………………………………………………………………………..….. 
 
Signed…………………………………………………………………………………………………………….. 
 
Date……………………………………………………………………………………………………………….. 
 
Witnessed………………………………………………………………………………………………………… 
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Example of completed consent form: 
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Appendix E: 2018 focus group questionnaire template and 2 examples 
Creative interventions: An integrated-arts pedagogical approach in the Workplace Preparation 
classroom of the Extended Access programme at the University of Johannesburg 
Age  
 
Gender  
 
Home language  
 
Where are you from?  
 
 
Where do you stay now?  
 
 
Can you give a sentence to 
describe yourself as you would 
like to be portrayed  
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How is arts based learning 
different to regular classes 
 
 
 
 
 
 
 
 
 
Can you say if and how arts 
based techniques have 
enhanced your 
classroom/learning experience  
 
 
 
 
 
 
 
 
Can you say if and how arts 
based learning has enhanced 
your capacities for: 
 
• Volition and inspiration 
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• Voice and visibility 
(participation) 
 
 
 
 
 
 
 
 
• Empathy and 
collaborative learning 
 
 
 
 
 
 
 
 
Has this influenced you in other 
ways outside of the WPP 
classroom 
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Was there anything that did 
not work for you/made you 
uncomfortable/challenged you 
 
 
 
 
 
 
 
 
 
Which activity worked best for 
you and why 
 
 
 
 
 
 
 
 
Any other comments  
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Appendix F: Examples of student feedback WhatsApp messages 
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Appendix G: Examples of students’ most significant changes 
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Appendix H: Lesson plans and unit outcomes 
Personal Change Management BODY SCULTURES 
Topic Personal change and transition 
Unit Outcomes n/a 
Aims and 
objectives  
Affirm the journey the students have undertaken 
Exploring concepts of ‘risk’ and ‘resilience’ – attitudinal shift from deficit to one 
of resilience/asset-rich 
Celebratory 
Affirming 
Recognise and affirm individual’s journey – overcoming challenges 
Begin identifying with the ‘Hero’ – metaphor 
Check in with individuals’ who might be struggling - *me 
Build individual’s confidence – opportunities to participate  
Build group identity and bonding 
Materials and 
resources 
Music or clapping/drumming 
Art activity 
Lesson plan 
Body sculptures - survive to thrive 
Task 1 -Ask students to consider their personal qualities that have helped them 
to manage their transition. 
Task 2- Identify ‘power pose’ -students are encouraged to move around and use 
their body to represent this personal quality  
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Task 3 – Share and explain their symbol 
Task 4 – group to come together to create a unified image to represent the 
qualities of the group 
 
Unit: Goal Setting BODY TRACING 
 
Topic  
Learning 
outcomes 
Understand and explain the importance of goal setting (UO1) 
Differentiate between different types of goals (UO2) 
Distinguish between a dream and goal (AC2) 
List personal goals in a variety of areas of life (AC3)  
 
Aims and 
objectives 
Shift power dynamics – answers lie inside of each student rather than only in 
me 
Connect emotionally and develop personal and relevant examples to be used 
throughout the unit 
Provide the impetus – through personalization to enter into thinking and 
exploring the unit content 
Increase opportunities to engage with the concepts – more multidimensional 
Provide / expand resources for communication of ideas 
Materials and 
resources 
Long continuous roll of bond paper 
Bin bag of recycled materials; papers, textures, feathers etc 
Box of colours 
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Tapes, twine, wire 
Art Activity 
Lesson plan 
Identify and articulate the things that you dream about 
Explore and consider dreams in a variety of areas.  Asked students to make a 
tracing of their body  
Using materials to represent dreams they have. With body – to think about 
where the ‘boon’ would be felt 
Put all images up and ask for volunteers to ‘share’ 
Ask question – are we clear about what we really want – visualizing and 
discussing the differences between goals and dreams 
How do we transform a dream/goal into a reality (link to next lesson) 
 
Values - ‘Photo booth’ – SELFIES’ 
Topic Introduction to the new unit –Defining, identifying and categorising types of 
values 
Unit Learning 
Outcomes 
 
Identify and describe values – (UO 1) 
Define values 
Identify and discuss values in the six given categories (AC1) 
 
Aims and 
objectives 
 
 
Provide an entry point into the unit. 
Identify and share (articulate) personal and shared values 
Contribute to understanding class activity 1 and answering exercise 1 
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Facilitate participation in the class 'discussions' - provide quieter students an 
opportunity to think about and generate ideas for themselves as well as 
opportunities to articulate these ideas 
Bring real life and personalised examples into the room by valuing the collective 
contribution to the topic and generation of knowledge. Affirm learners’ input 
and high light the collective contribution to group learning experience. 
Link the theoretical learning to student’s personal real-life experiences – 
cultural relevance    
Opportunity to reflect, voice, share ideas in safe structured group setting   
Introduce the ‘image’ as a tool to extend and expand learning experiences 
Enhance learner autonomy in choices for creative expression and self-identity 
Materials/ 
Resources 
Students own cell phones,  
audio- visual enabled venue  
Art Activity/ 
Lesson plan 
As introduction to the unit: The images will provide the initial 
impetus for the conversations and exercises that follow in the 
unit 
Task 1- Ask students to make and bring photographs of things 
from their lives that reflect what they value. 
 Task 2 – Use images in groups to talk about – what image 
represents, why it is important, how it affects me 
Task 3 -Group presentations: Groups to find common/shared 
values and begin to categorise  
Task 4 – Class activity 1 w/b and ex 2 
 
 
. 
The week 
before 
Group work 
– 10min 
Group work 
-20 
Presentation 
-40 
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Values – Class values FREE STANDING SCULPTURE 
Topic Class values  
Unit Learning 
Outcomes 
List 5 values necessary to ensure academic success. (AC1) 
Describe why these values would lead to academic success. (AC2) 
Explain the role of values in the workplace (AC1) 
 
Aims and 
objectives 
 
Contributing to the understanding for exercise 1, 3 and 4  
Build group morale and establishing group contract 
Identifying and affirming individuals’ contributions to group experience - 
citizenship 
Provide opportunities for the class to interact in constructive and creative ways 
to develop bonds and opportunities to collaborate 
Link theoretical to practice – exploring impact of values in social settings and 
work environments 
Materials/ 
Resources 
 
Paper, colours, tapes and strings 
Art Activity/ 
Lesson plan 
Task 1 -think about and symbolize what values one brings to the learning 
environment and which values enable one to be their best in a class. Link to 
previous session images  
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Task 2 –Combine each and everyone’s image into one image to collectively 
construct a new image. The only limitation is the final image must to be free 
standing 
Task 3 – group discussion reflecting on leanings 
 
 
Values - socialisation PROTECTIVE AMULET 
Topic Socialisation, The importance of values 
 
 
Unit Learning 
Outcomes 
 
Understand the origin of personal values [AC4]; 
Explain the origin of personal values (UO4) 
Illustrate the origin of values. (AC1) 
Realise that the importance of values changes according to circumstances. 
(AC2) 
Recognise that values influence people’s lives. (AC3) 
 
Aims and 
objectives 
  
 
Contribute to understanding for exercise 2, 3 and 4 
Explore and affirm where our personal values originate  
Explore concepts of individuation, positive and negative peer pressure, the 
social impact of our values and the importance of a personal value system 
Opportunity to reflect, articulate, share ideas in safe group setting   
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Link learning to personal real-life experiences    
Cultural relevance of images and examples in the class.  
Enhance learner autonomy in choices for creative expression 
Pride in cultural heritage, awareness of contextual social and personal position.  
Opportunity to self-reflect on personal values within the context of young 
adulthood and self-individuation 
Materials Roll of paper, strings and tapes, scissors, colours 
 
Art Activity/ 
Lesson plan 
Protective amulet: jewellery/body adornment 
Task 1 – imaginative journey to develop 3-5 visual symbols of 'gifts' from loved 
ones 
Task 2 - Make an adornment that incorporates these symbols to reflect the 
values that shape personal world view and value system 
Task 3 – Group discussions and reflections 
 
Values/Emotional Intelligence ROLE PLAY WITH BALLOONS 
Topic Empowering and disempowering beliefs, 
Locus of control 
Assertiveness,  
Dealing with conflict                   
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Unit Learning 
Outcomes 
 
Define emotional intelligence (UO3) 
Understand how values and beliefs influence emotions (UO6). 
Recognise the difference between empowering and disempowering values. 
(AC2) 
 
Aims and 
objectives 
  
 
Contribute to understanding for exercises  
Experiential – explore personal power dynamics through play 
Reflect on power dynamics between people  
Link learning to personal real-life experiences    
Enhance learner autonomy in choices for creative expression 
Pride in cultural heritage, awareness of contextual social and personal position.  
Opportunity to self-reflect on personal experiences within the context of young 
adulthood and self-individuation 
Clarify personal values and ambitions – invested in the symbol-/breath 
Consider power dynamics as linked to theoretical components as experienced 
through drama 
Materials Balloons and felt tip markers 
 
Art Activity/ 
Lesson plan 
Role play with balloons 
Task 1 – Decorate balloon with visual symbols to represent personal goals and 
symbols developed through the unit. Ritualised and magical- breathe life into 
the balloon. 
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Task 2 – Game – in pairs. Try take the balloon from the other. Game limitation 
is that only the words ‘yes’ or ‘no’ may be spoken between pairs 
Task 3 – Group discussions and reflections 
 
GOAL SETTING 
Unit Outcomes Assessment Criteria 
Understand and explain the importance of 
goal setting (UO1) 
 
Define a goal (AC1) 
Distinguish between a dream and goal (AC2) 
List the benefits of effective goal setting (AC3) 
Differentiate between different types of goals 
(UO2) 
Define outcome and performance goals (AC1) 
List one personal outcome goal and the associated 
performance goals (AC2) 
List personal goals in a variety of areas of life (AC3) 
Understand and apply guidelines for effective 
goal setting (UO3) 
Explain the SMART principle of goal setting (AC1) 
Apply the SMART principle to a personal goal. (AC2) 
Explain a SWOT analysis and its benefits in goal setting 
(AC3) 
Complete a SWOT analysis for a personal goal (AC4) 
Formulate an action plan (UO4) Draw up an action plan for a personal goal that applies 
the principles of effective goal setting (AC1) 
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VALUES 
Unit Outcomes Assessment Criteria 
Identify and describe values (UO1) Define values 
Identify and discuss values in the six given categories. 
List 5 values necessary to ensure academic success. (AC1) 
Describe why these values would lead to academic 
success. (AC2)  
Discuss the importance of values (UO2) Show an understanding of the influence of personal value 
systems in a variety of contexts. (AC1) 
Realise that the importance of values changes according 
to circumstances. (AC2) 
Recognise that values influence people’s lives. (AC3) 
Explain the origin of personal values (UO4) Illustrate the origin of values. (AC1) 
Recognise the difference between empowering and 
disempowering values. (AC2) 
Differentiate between values and principles 
(OU5) 
Define universal principles. (AC1) 
Define values. (AC2) 
Recognise the difference between values and principles. 
(AC3) 
Understand the role that values play in the 
workplace (UO3) 
Explain the role of values in the workplace. (AC1) 
Define, identify and discuss an ethical dilemma. (AC2) 
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Explore the relationship between personal values and an 
ethical dilemma. (AC3) 
 
 
 
EMOTIONAL INTELLIGENCE 
Unit Outcomes Assessment Criteria 
Understand the different components of 
emotions (UO1). 
Name and explain the four components of an emotion 
(AC1). 
Show insight into the importance of emotions 
(UO2). 
Discuss why emotions are important (AC1). 
Distinguish between negative and positive emotions and 
explain what the functions of each are (AC2). 
Discuss the impact of emotions on the body (AC3). 
Define emotional intelligence (UO3) Analyse relevant text and explain the concept of emotional 
intelligence in your own words (AC1). 
Demonstrate an understanding of the benefits of 
emotional intelligence and understand what 
emotional awareness is (UO4). 
Compile a list of the benefits of emotional intelligence 
(AC1). 
Complete an emotional awareness questionnaire (AC2). 
Distinguish between primary and secondary 
emotions (UO5). 
Name two secondary emotions and explore the possible 
primary emotions underlying these emotions (AC1). 
Understand how values and beliefs influence 
emotions (UO6). 
Analyse the reality model and apply it to a personal 
situation (AC1). 
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List and explain different techniques to 
control emotions (UO7). 
Explain five techniques which are regarded as 
effective in controlling emotions (AC1).  
Understand the causes of depression (AC2). 
List and explain ways in which to deal with anger, 
depression and criticism (AC3). 
Conduct research to obtain additional information 
about how to control emotions (AC4). 
 
 
 
 
 
 
